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ABSTRACT
CONCEPTUALIZATION OF CRITICAL FEMINIST PEDAGOGY AS A
THEORETICAL TOOL OF SOCIAL TRANSFORMATION AND ITS
APPLICABILITY IN A KOREAN CONTEXT
FEBRUARY 1992
MEE-SIK KWON, B.A., KOREA UNIVERSITY
M.Ed., UNIVERSITY OF MASSACHUSETTS
Ed. D., UNIVERSITY OF MASSACHUSETTS
Directed by: Professor David C. Kinsey
Education can be an important tool of social
transformation by empowering, organizing, and leading
poor Third World women into the process of social
transformation as agents of change.
However, a review of the literature and interviews
with those involved in nonformal education programs
reveal that formal education and most nonformal education
do not fulfill this purpose. Though radical change-
oriented nonformal education may increase poor Third
World women's critical consciousness as poor Third World
people, it does not do so for them as women.
A close examination of the literature on the theory
of critical pedagogy, on which these radical change-
oriented nonformal education programs are based.
VI
demonstrates that critical pedagogy itself fails to deal
seriously with gender issues.
In an effort to complement critical pedagogy, the
author attempts to conceptualize critical feminist
pedagogy by integrating feminist elements and vision
developed by feminist pedagogy into critical pedagogy.
This initial conceptualization of critical feminist
pedagogy still requires more thought and development.
Nevertheless, it may provide poor Third World women with
a better theoretical framework for their education by
addressing class, nationality, and gender issues with
equal seriousness. Further, it may contribute to a better
theoretical tool for social transformation.
The author's personal experience with Minjung
Kyoyuk (a Korean version of popular education) and a
review of the literature reveal that, although an
important vehicle for a popular movement, Minjung Kyoyuk
is still very much male-oriented and needs modification
to be a more proper form of education for poor Korean
women
.
The application of critical feminist pedagogy as an
analytical framework to Minjung Kyoyuk helps uncover the
problems of Minjung Kyoyuk in addressing poor women's
issues in detail and show ways to make Minjung Kyoyuk a
better tool of social transformation.
Vll
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CHAPTER 1
INTRODUCTION
1 . 1 The Problem
Growth—oriented development does not bring about an
improvement in women's conditions as expected; rather, in
many cases it contributes to the worsening of the lives
of Third World women. Statistics from the Nairobi
conference show that "women, though one-half of the
world's population, do two-thirds of its work, earn one-
tenth of its income and own one-hundredth of its property
(Haq, 1989, p. 48). In particular, poor women have been
most negatively affected by growth-oriented development
due to their class, nation, and gender. Women's worsening
conditions have led many feminists to question the
validity of growth-oriented development and to work on
alternatives to better women's lives. Basically, there is
agreement that growth-oriented development should be
replaced. However, there is disagreement on what to
replace it with.
My experience with poor Korean women convinces me
that growth-oriented development should be replaced with
social transformation because social transformation
provides the fundamental basis for women's liberation.
However, social transformation should not be defined
narrowly.^ It should imply radical change in unequal
1
relations not only in the productive area but also in the
reproductive area because women cannot be equal with men
in production so long as women are solely responsible for
reproduction. This broad definition of social
transf02rmation can be justified by history as seen in
most socialist countries, which proves that without
drastic change in reproduction, change in production does
not bring much change in women's conditions.
But when change in both areas is sought confusion
sometimes arises over which change should come first. I
think that although change in the productive sphere can
be considered more fundamental and urgent, this does not
necessarily mean that change in the dependent capitalist
system is more important than change in the patriarchal
system.
Molyneux tries to clear the confusion by specifying
women ' s /gender interests into 'strategic' interests and
'practical' interests. Strategic interests are derived
deductively from the fact that women are subordinated due
to their gender. Accordingly, their major concerns are:
the abolition of the sexual division of labor, the
alleviation of the burden of domestic labor and child
care, the removal of institutionalized forms of gender
discrimination, the establishment of political equality,
freedom of choice over childbearing, and the adoption of
2
adequate measures against male violence and control over
women (Molyneux, 1986, p. 284).
Practical interests are usually a response to
immediate perceived needs such as housing, food,
clothing, medicine, and children's education. Although
practical interests arise directly out of gender
subordination, they appear to be more closely related to
class position. With regard to the relationship between
these two interests
,
Molyneux says that strategic
interests and practical interests are equally important.
However, "the formulation of strategic interests can be
effective as a form of intervention only when full
account is taken of these practical interests" (Molyneux,
1986, pp. 284-285)
.
How then can social transformation be brought
about? The process of social transformation is considered
to involve a long, gradual and difficult pedagogical
process. In particular, it is very important to educate
poor women to be a major leading force of social
transformation because their lives are most negatively
affected not only by unequal economic relations between
classes and nations but also by unequal gender relations
between men and women. Therefore, poor women are in a
better position of understanding how these unequal
relationships are to be tackled in the process of social
3
transformation. In concrete, through education, poor
women are able to learn to have critical consciousness of
why social transformation is necessary for their
liberation, how social transformation is brought about,
and what role they can play in the process of social
transformation. Further, they can participate in the
process of social transformation as agents of change.
However, not many forms of education are available
to educate poor women as agents of change for social
transformation. Formal education for women in the Third
World is used to legitimate existing structures and
protect the interests of the dominant group rather than
promote social transformation. Since the declaration of
the U.N. Decade for Women in 1975, many educators have
turned to nonformal education for the purpose of
educating poor women cheaply and more responsively to
their needs over a short period of time. However, in most
cases, nonformal education is not much different from
formal education in its role of contributing to the
maintenance of the status-quo.
There are a few exceptional nonformal education
programs which have contributed to raising poor women's
critical consciousness as poor Third World people.
Unfortunately, however, these programs fail to raise poor
women's critical consciousness as women. It appears that
4
the reason for their failure is closely related to the
theory of critical pedagogy that these programs are based
on.
Critical pedagogy, characterized by "its moral
imperative and its emphasis on the need for both
individual empowerment and social transformation"
(Weiler, 1988, p. 6), has been developed by those who
criticize formal education and NFE projects for
perpetuating and reinforcing the oppressive and
exploitative system. The major focus of critical pedagogy
is on the critical consciousness of learners which
unveils the problems intrinsic in the existing system,
and further, on action by learners to transform the
system. As a result, women involved in radical nonformal
education programs based on critical pedagogy are
supposed to understand their oppressive conditions in a
larger political and economic context and, further, to
participate in changing them.
However, those who have developed critical pedagogy
tend to consider women as one segment of the whole
oppressed group rather than as one specific group whose
oppression also originates from their gender.
Accordingly, women/ learners are not able to have
opportunities to explore separately specific women's
issues such as the reproductive sphere, importance of
5
birth as a human experience, the realm of the subjective
and the personal in constructing a socialist vision
(Maher, 1987
,
p. 97 )
.
Feminist pedagogy, which focuses mainly on gender
issues, has emerged as an attempt to connect women's
movements to education in the United States and other
western countries. Feminist pedagogy can be defined as an
educational framework that attempts to create anti-sexist
and anti-hierarchical structures, and "stresses women's
experience, both the suffering women's oppression has
caused and the strengths women have developed to resist
it" (Fisher, 1981, p. 20). This feminist pedagogy
encourages women to promote their own way of knowing and
to "discover and define what the universe of their
oppression actually is, and what impulses press women
forward to change it" (Fisher, 1981, p. 22).
However, feminist pedagogy also has limitations as
a proper educational framework for Third World women in
that, growing out of white middle- or upper-class
centered women's movements, it tends to focus on women's
oppression at a personal and private level, emphasizing
the dichotomy between women and men. It fails to show how
women's oppression is closely related to the maintenance
of the dominant system and how important it is to
transform the dominant system to change women's
6
conditions. Also, its emphasis on women's unique way of
knowing often leads to ignoring the fact that women's
subordination due to gender is a major contribution to
forming women's way of knowing differently from men's.
Thus, given the limitations described above,
neither critical pedagogy nor feminist pedagogy alone can
provide a proper theoretical framework for poor Third
World women's education. Poor Third World women's
education as a tool of social transformation must be able
to address the complexity of Third World women's lives as
conditioned by their class and nationality as well as
their gender.^ In this context, I see a need to
dialectically synthesize critical pedagogy and feminist
pedagogy and to develop a more appropriate theoretical
framework, a "critical feminist pedagogy, " for poor Third
World women's education.
In Korea, most women's education has been carried
out by formal education. However, it is limited to middle
or upper class women and its main role is to support and
maintain the existing system—the dependent patriarchal
capitalist system. Poor women have been almost excluded
from formal education. Rather they are recruited as an
important cheap labor force for industrialization. While
the government has initiated some nonformal education
programs for the purpose of increasing educational
7
opportuniti©s for poor women and improving their
conditions, in most cases these programs do not
contribute to improving women's conditions. Like formal
education, they rather help reinforce women's subordinate
position in society.
Korea has a long history of 'Minjung Kyoyuk', a
Korean version of popular education which traces back to
the early 20th centuiry. This tradition has been
revitalized with the influence of Paulo Freire since the
1970s when the problems of rapid industrialization began
to emerge. In particular, the poor working conditions of
a cheap labor force have drawn the attention of many
conscientious educators and intellectuals. These
educators and intellectuals have set up educational
projects for factory workers, the majority of whom were
women. The major goal was to help them analyze their
oppressive situations critically and to take actions to
change their situations. It also provided them with basic
skills and functional learning to make them more self-
sufficient. However, due to the nature of the projects,
they were often suppressed by the government. Also, they
had problems in securing funds, finding 'qualified'
teachers and space for classrooms, and so on.
Despite these problems, Minjung Kyoyuk has been
growing and has become the major basis for a popular
8
movement in the 1980s aiming at social transformation.
However, as the women's movement gets stronger, many
people involved in Minjung Kyoyuk have begun to realize
that Minjung Kyoyuk is still very much male-centered and
is not sufficient for addressing the complexity of
women's issues. Under these circumstances, there is a
need to analyze Minjung Kyoyuk to find out what problems
it has in addressing women's issues and how they can be
resolved to make Minjung Kyoyuk more serious about gender
issues, more appropriate for poor women's education, and
eventually a better tool of social transformation.
However, it will not be easy to analyze Minjung
Kyoyuk and to come up with an idea of what Minjung Kyoyuk
should be like because there is no educational framework
available in Korea which takes gender issues as seriously
as class issues and nation issues, and which consequently
provides criteria and direction for the process of
analyzing Minjung Kyoyuk. In this context, it may be
useful to use critical feminist pedagogy as an analytical
framework for Minjung Kyoyuk.
1 . 2 The Purpose of the Study
The purpose of this study is to conceptualize a new
educational framework of "critical feminist pedagogy" and
to find out its applicability in a Korean context.
9
In specific, the study consists of two parts. The
first part is to explore theoretically the relationship
among social transformation, poor Third World women and
education (a special focus is given to nonformal
education) : how growth-oriented development has affected
poor women's conditions in the Third World and why poor
Third World women need social transformation for their
liberation; and to what extent education has served as a
tool of social transformation. Further, an attempt is
made in actuality to conceptualize critical feminist
pedagogy as a theoretical tool of social transformation
by empowering, organizing, and leading poor Third World
women into becoming major agents of change.
The second part of this study examines an exemplary
case of South Korea to find out how poor women in a
concrete context need social transformation for their
liberation and to what extent education in Korea has
served as a tool of social transformation. In particular,
the focus is given to Minjung Kyoyuk, a Korean version of
popular education: how Minjung Kyoyuk has emerged as a
tool of the popular movement, what main characteristics
it has, and how it has been changed recently. Further, in
the second part, an attempt is made to analyze Minjung
Kyoyuk based on critical feminist pedagogy to determine
what limitations Minjung Kyoyuk has and what changes
10
should be made for Minjung Kyoyuk to be a more
sppi^opi^iate form of education for poor Korean women and,
eventually, to be a better tool of social transformation.
1 . 3 The Significance of the Study
With the declaration of the U.N. Decade for Women
in 1975, many people and various international
organizations such as USAID, the U.N., and the World
Bank, began to pay attention to women in the Third World.
Most of them were concerned that women had been left out
of the development process. Therefore, they sought ways
to integrate them into development.
One of the ways, considered the most crucial among
them, is education. For example, Boserup says that the
reason for women's marginalization in the development
process is that women do not receive equal educational
opportunities with men, and consequently, women should
have systematic and vocational training in schools or in
workshops as equally as men in order to be integrated
into development (Boserup, 1970).
The above people and organizations have since
engaged themselves in various educational projects for
Third World women sometimes collaboratively and sometimes
independently. However, after 10 years, they are faced
with criticism because their projects have not improved
11
women's conditions as much as expected. Rather, women
often lose their means of survival and become dependent
on foreign aid or government assistance. My study may
help analyze the problems that past efforts have had in
approaching Third World women and their education, and
may provide them with an alternative theoretical
framework which could lead them to redirect their energy
into more broad-based and more effective educational
projects
.
The critics of existing nonformal education
projects have various reasons to criticize them. Some
critics say that the projects for women are not assigned
the same amount of money and resources as those projects
for men (Rogers, 1980). Others say that the projects
often do not recognize women's work and regard women as
inferior and supplementary, and as a result they
reinforce women's inferiority and dependence (Bronstein,
1978). Bernard and Gayfer say that the projects do not
take class issues seriously and that the major
beneficiaries for the projects become middle class women
rather than the poor women who really need them (Bernard
& Gayfer, 1983). Some projects aimed at raising critical
consciousness are even criticized for being too male-
centered .
12
In addition, different starting points for
criticism result in somewhat confusing alternatives
. For
example, despite all the criticism, critics still see the
possibility for women to have services and goods from
development agencies like the USAID or the World Bank
(Rogers, 1980; Muller, 1987). Others rely on personal
morality or ethics as major elements to be considered
(Jain, 1987). Under these circumstances, my study may
provide insights to help clarify their confusion and
present some prospects for future projects.
My study may be equally useful to those who are
interested in critical pedagogy and feminist pedagogy
because my study theoretically explores critical pedagogy
and feminist pedagogy in depth. My study intends to show
what is lacking in both theories and what should be
added
.
My study may inform those who know little about the
educational movement going on in Korea. Minjung Kyoyuk, a
Korean version of popular education, gained momentum in
the early 1970s and has been growing into a strong
counter-hegemonic force against the dominant ideology.
However, although people in the U.S. have opportunities
to get to know popular education in Latin America and
recognize its importance in the popular movement aiming
at social transformation, they do not know much about
13
Minjung Kyoyuk though it has th© sam© goal and. obj©ctiv©s
as popular ©ducation in Latin Am©rica. I hop© my study
h©lps many p©opl© in th© U . S . and oth©r countri©s to
d©v©lop an int©r©st in Minjung Kyoyuk and, furth©r, to
l©ad th©m to an in-d©pth study of Minjung Kyoyuk.
My study may also b© h©lpful to thos© who work at
th© grassroots l©v©l to improv© wom©n's conditions in th©
Third World g©n©rally and in Kor©a particularly. Th©y ar©
probably awar© that wom©n's ©pist©mology is diff©r©nt and
th©y r©aliz© that th©r© is a n©©d to incorporat© it into
th©ir grassroots mov©m©nts . To th©m, my study may pr©s©nt
a th©oretical fram©work which shows how th©y may tak©
g©nd©r issu©s s©riously in sp©cific situations. In
particular, thos© who ar© involv©d in Minjung Kyoyuk will
dir©ctly b©n©fit from my study b©caus© I will analyz© it
and determin© what probl©ms it has in addr©ssing wom©n's
issu©s and how th©y can b© r©solv©d.
I hop© that poor Third World wom©n in g©n©ral and
poor Kor©an wom©n in particular will b© dir©ct
b©n©ficiaries of my study. I hop© mor© ©ducational
programs for poor wom©n ar© d©v©lop©d bas©d on my study.
As a cons©qu©nc©, th©s© programs may b© abl© to h©lp
th©s© women develop feminist consciousness as well as
critical consciousness, restore their self-pride as poor
Third World women (or poor Korean women), and actively
14
engage themselves in the process of social transformation
as major agents of change.
My study may indirectly help western feminists to
understand the unique situation that Third World women
are confronted with and to realize the need to create the
solidarity with Third World women in order to achieve
women's liberation across countries. I hope my study will
be a stepping stone in forming the international network
between western feminists and Third World feminists
.
Finally, I think that my study will benefit me in a
couple of ways. First of all, I will have an opportunity
to incorporate all of my academic and practical work into
this study. Second, I am sure that my study will help me
determine what I can/should do for poor Korean women.
1 . 4 The Sources and Methods of the Study
Chapter Two of my study explores the following
questions: How has growth-oriented development affected
poor women's conditions in the Third World and why do
poor Third World women need social transformation to
improve their conditions?
The main source for information is the literature
on diverse women's lives, "women in development,"
feminist theories and social transformation theory. The
method used is a review of the literature. In specific, a
15
review of the literature analyzes the problems that
growth-oriented development has created in the Third
World. The review investigates how Third World women's
conditions have been changed as a result of growth-
o^riented development in detail. Also, the review examines
two different approaches developed in response to poor
women's worsening conditions in the Third World—the
"integration of women into development" approach and the
"women in social transformation" approach. In relation to
this review, major works such as Boserup (1970), Tinker
(1976), Boulding (1980), Deere (1982 & 1980), Beneria &
Sen (1982), Molyneux (1986), DAWN (1985), etc. are
examined. Lastly, the review looks into the role of
education in the process of social transformation.
Chapter Three of my study examines the following
question in depth: To what extent has education served as
a tool of social transformation.
The main source for information is books and
articles on formal education, nonformal education,
documents /reports on nonformal education projects
published by major international organizations, and
interviews with those involved in nonformal education
projects
.
The methods used are a review of the literature and
document analysis. In specific, a review of the
16
looks into th© limitod accGss of poor womsn to
formal education and, further, its conservative nature.
The review also investigates what nonformal education is,
why it is considered proper to educate poor Third World
women, and what drawbacks this view has. Further, the
review examines different types of nonformal education
projects and their impact on poor women. In particular,
the examination aims at determining to what extent these
projects contribute to bringing about change not only in
unequal economic relations but also in unequal gender
relations. Most projects used for the review are USAID
and UN sponsored projects since they are easily
accessible
.
The method used for the interviews is the
combination of an informal, conversational approach with
an interview guide approach. In other words, I develop an
interview guide that I rely on throughout the interviews
.
This interview guide helps find out the general
background of the projects, their process, and their
contributions. Also, I do not rule out the possibility of
raising some questions spontaneously during interviews.
All the interviews are recorded and transcribed verbatim.
The interviewees are those who were/are involved in
nonformal education projects for Third World women. To
promote the diversity and objectivity of information, I
17
try to choose interviewees who represent different
countries and different kinds of nonformal education
projects
.
Chapter Four explores the following question; How
can critical feminist pedagogy be conceptualized as a
theoretical tool of empowering, organizing and leading
poor women into social transformation?
The main source for information is the literature
on critical pedagogy and feminist pedagogy. The method
used is a review of literature. In specific, first, the
review examines the works of main contributors of
critical pedagogy such as Marx (1978), Gramsci (1983),
Freire (1971, 1978, 1985), Giroux (1982, 1983), Bowles &
Gintis ( 1986 ) , and Carnoy ( 1974) for the purpose of
identifying the main characteristics of critical
pedagogy. Further, the review looks into strengths and
drawbacks of critical pedagogy as a proper theoretical
framework for poor Third World women's education.
Second, the review examines the works of main
contributors of feminist pedagogy such as Weiler (1988),
Shrewsbury (1987), Lather ( 1984 ) , Maher (1987),
Fisher( 1981) , Bunch & Pollack (1983), Arnot(1982), and
Schniedewind (1985), in order to distinguish the major
elements of feminist pedagogy. Also, the review
investigates the strengths and drawbacks of feminist
18
pedagogy as a proper theoretical framework for poor Third
World women's education.
Chapter Five investigates the following questions:
How has export—led and growth-oriented development
affected poor women in Korea? How can their conditions be
improved?
The main source for information is the literature
on export-led and growth-oriented development, poor
women's condition, the popular movement, and the women's
movement. The method used is a review of the literature.
In specific, the review explores what consequences
export-led and growth-oriented development has brought to
poor people. The review particularly examines how poor
Korean women's conditions have been changed as a result
of export-led and growth-oriented development. The review
also investigates the limitations of the popular movement
in addressing women's issues and the emergence of the
popular-based women ' s movement
.
In addition, personal stories of female workers,
female farmers, and female informal workers are used. My
personal experience with poor women, male-centered
political organizations, and women's organizations
becomes a useful resource. Further, supplementary visual
sources like videotapes and movies about poor women's
struggles are utilized. The methods used are a review of
19
films and tapes, critical examination of personal
stories, and critical reflection and analysis of
experience
.
Chapter Six examines the following questions: How
many forms of education are available for poor women in
Korea? What functions do they serve?
The main source for information is books, articles,
and pamphlets on formal education and nonformal education
available for poor women. The method used is a review of
the literature. The review briefly examines how
accessible formal education is for poor women and how
conservative it is in nature. The review investigates
different conservative forms of nonformal education
available to poor women and analyzes their problems as
proper forms of education for poor Korean women. In
particular, the review explores Minjung Kyoyuk, a Korean
version of popular education in depth. The review
specifically looks into the historical evolution of
Minjung Kyoyuk, its contribution to the popular movement,
and its limitations as a tool of social transformation in
a true sense.
In addition, case studies on nonformal education
projects, particularly Minjung Kyoyuk programs, are used.
Workers' essays, memoirs, poems, etc., become a useful
resource. My personal experience as a teacher with
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Minjung Kyoyuk can be utilized. The methods used are case
study analysis, critical examination of personal stories,
critical reflection and analysis of personal experience.
Chapter Seven investigates the following question:
How can Minjung Kyoyuk be analyzed from a perspective of
critical feminist pedagogy?
The main source for information is the literature
on Minjung Kyoyuk, knowledge on critical feminist
pedagogy gained from Chapter Four, and my personal
experience with Minjung Kyoyuk. The methods used are a
review of the literature, critical application of
knowledge, and critical reflection and analysis of
personal experience.
1 . 5 The Organization
This study is organized into eight chapters. The
following chapter looks into the negative effect of
growth-oriented development on poor women in the Third
World and the need for social transformation for their
liberation by reviewing two different approaches to poor
women's worsening conditions—the "women in development"
approach and the "women in social transformation"
approach. Chapter Three examines the accessibility and
functions of different forms of education— formal
education, reform-oriented nonformal education, and
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radical change-oriented nonformal education—and,
further, their limitations as a tool of social
transformation
.
In Chapter Four the strengths and limitations of
critical pedagogy and feminist pedagogy as theoretical
frameworks for poor Third World women's education are
explored. An attempt to conceptualize critical feminist
pedagogy as a better theoretical tool of social
transformation is also made.
Chapter Five investigates poor Korean women's
conditions as a result of export-led and growth-oriented
development and addresses the importance of the popular
women's movement in making the popular movement more
concerned with gender issues. Chapter Six briefly
examines the accessibility and functions of existing
conservative forms of education for poor Korean women and
illustrates concrete details of Minjung Kyoyuk as a tool
of the popular movement.
In Chapter Seven Minjung Kyoyuk is analyzed based
on critical feminist pedagogy to determine what
limitations it has as an appropriate form of poor women's
education and what changes should be made to overcome
these limitations. And, finally. Chapter Eight concludes
with a summary of the study and suggestions for further
study.
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CHAPTER 2
POOR THIRD WORLD WOMEN IN GROWTH-ORIENTED DEVELOPMENT VS.
SOCIAL TRANSFORMATION
2 . 1 Introduction
In the 1950s and 1960s, most governments of Third
World countries initiated development based on the
western model of development which equals development
with industrialization and modernization while
emphasizing economic growth as its outcome (hereafter, I
will call this model of development growth-oriented
development)
.
In fact, these Third World countries have
experienced faster economic growth than at any other time
in their history. However, that does not mean that
everybody in the Third World becomes much better-off than
before. Still poverty exists in a large scale, the gap
between the rich and the poor widens
,
unemployment
persists strongly in the poor, etc. In other words, there
was no clear sign of the lives of the poor improving and
of the number of the poor decreasing.
In particular, poor women in the Third World have
been most negatively affected by this type of development
because not only their class and nationality but also
their gender work unfavorably for them. As a result, in
many cases, they have experienced that their living
conditions have worsened.
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thoir worsGning conditions of poor wom©n
in th© Third World hav© caught many p©opl©'s attention.
However, not all of them think the same about the cause
of these women's worsening conditions and the solution to
it. Broadly speaking, there are two distinctively
different approaches in dealing with poor women's
worsening conditions in the Third World—the "integration
of women into development" approach and the "women in
social transformation" approach.
In this chapter, I will examine these two
approaches in detail. However, prior to this in-depth
examination, in the first part of this chapter I will
look into what growth-oriented implies and what
consequences it has brought to Third World countries and
people. In particular, I will closely investigate how
poor Third World women have been affected by growth-
oriented development
.
In the second part of this chapter, I will examine
these two different approaches to poor women's worsening
conditions in depth—the "integration of women into
development" approach and the "women in social
transformation" approach. Specifically, I will try to
find out main advocates of each approach, its major
arguments, and, further, its strong and weak points
respectively. In the third part of this chapter, I will
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look into the role of education in the process of
social transformation.
2 . 2 Growth-Oriented Development
After World War II, most colonies gained political
independence. However, it is hard to say that they became
better off economically than before. Extreme poverty,
high unemployment, illiteracy, high infant and child
mortality, etc., were strongly persistent. Under these
circumstances, these countries showed a special interest
in development.
Paul Streeten presents new factors which had drawn
these countries at the restoration of political
independence into a new and rapidly growing interest in
development: The first factor was a new awareness that
poverty was not the inevitable fate of the majority of
mankind. In particular, the achievement of affluence for
the masses in the West worked as a strong incentive to
these countries; the second is the Cold War, in which
East and West, the Second and the First World, competed
for winning friends and influence by showing that their
economic performance was superior, by holding up their
respective regimes as ideals to be imitated and by giving
development aid; the third was the population explosion.
That is, a growing population required production
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increases simply in order to maintain the level of living
(Streeten, 1979, pp. 20-21).
In fact, in the 1950s and 1960s, most governments
of non-socialist developing countries, i.e. Third World
countries, launched development aiming at faster economic
growth (hereafter, I will call this model of development
growth-oriented development). They specifically focussed
on industrialization, modernization, westernization,
and/or urbanization. The assumption behind it was that
these countries were poor and backward because they were
not as industrialized and modernized as western
countries
.
W.W. Rostow's theory of the stages of growth
provided a rationale for this type of development.
According to Rostow's theory, development is a linear
path that all countries go through. Rostow divides the
path to development into five stages— 1) traditional
society; 2) preconditions for take-off; 3) take-off; 4)
drive to maturity; 5) and the age to high mass
consumption (Rostow, 1960, pp. 4-12).
In particular, stage 3, the 'take-off' stage, is
crucial in the sense that it is the stage through which a
country moves into the state of development. Rostow
argues that the advanced countries had, at various times
in history, passed the stage of 'take-off,' and that the
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developing countries which were either still in the
'traditional society' or the 'preconditions' stage had to
follow a certain set of rules or use 'tricks' of
development in order to reach the stage of 'take-off'.
Among others, the first important element necessary for
the take-off stage was the mobilization of domestic and
foreign savings in order to produce sufficient investment
to expedite economic growth; the second was the
assistance of advanced western countries which could
supply various 'missing components' like capital, foreign
exchange, skills and management and, therefore, break
bottlenecks or remove obstacles to economic growth.
Indeed, the governments of these countries
concentrated on increasing the capacity for economic
growth. They tried to induce more savings and
investments . They strived for more direct and indirect
foreign aid, and technical and managerial skills from
advanced western countries . They modeled their
institutions after western ones. All these efforts were
made to achieve one goal, i.e. rapid economic growth.
As a result, most Third World countries have
experienced faster economic growth than at any other time
in their histoiry. Ohlin says that "overall economic
growth of the developing countries was impressive in the
1960s and has accelerated in the 1970s" (Ohlin, 1979, p.
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135) . In othsr words, th© ©conomic growth in most
d©v©loping countri©s ar© in th© rang© b©tw©©n four and
six p©rc©nt, ah©ad of population growth by on© to two
p©rc©nt" (Ohlin, 1979, p. 136). Griffin and Ghos© adds
that "in many non—socialist d©v©loping countri©s of
South, South©ast and East Asia, th© rat©s of growth hav©
©xc©©d©d, som©tim©s by larg© margin, th© rat©s of growth
©xp©ri©nc©d by th© now industrializ©d countri©s during
th© p©riod of th©ir acc©l©rat©d ©xpansion approximat©ly a
c©ntury ago" (Griffin and Ghos©, 1984, p. 242).
D©spit© this impr©ssiv© ©conomic growth, som©
p©opl© from th© lat© 1960s slowly b©gan to cast doubts on
this growth-ori©nt©d d©v©lopm©nt b©caus© aft©r ©v©n
almost two d©cad©s, th©r© w©r© "continuing larg©-scal©
pov©rty, stark inequalities of incomes and wealth, and
much unemployment among their population" (Griffin and
Gurley, 1978, p. 1090). Besides, there was no sign of th©
gap between advanced western countries and Third World
countries diminishing. Thus, it appears that the economic
growth growth-oriented development has 'successfully'
produced has been unevenly distributed among countries
and among individuals within countries
.
In fact, growth-oriented development does not take
distribution issues seriously at all. It assumes that the
wealth accumulated by a small number of people will
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tr’ickl© down' to th© majoirity of poor p©opl©. How©v©ir,
it n©v©r addr©ss©s how it will trickl© down. As a r©sult,
growth-ori©nt©d d©v©lopm©nt has contribut©d to incr©asing
incom© in©qualiti©s b©tw©©n th© rich and poor, and
b©tw©©n rural ar©as and urban ar©as within countri©s
.
Griffin and Khan str©ss that data from th© six countri©s
in Asia (Banglad©sh, Indon©sia, Malaysia, Pakistan,
Philippin©s and Sri Lanka) sugg©sts that in th© ©conomy
as a whol© th© rich©st 20% of hous©holds typically
r©c©iv© about half th© incom©, wh©r©as th© poor©st 40%
r©c©iv© b©tw©©n 12-18% of total incom© (Griffin and Khan,
1978, p. 299)
.
With r©gard to th© dispariti©s b©tw©©n rural and
urban incom©s Griffin and Ghos© say that "In th©
Philippin©s, Thailand, Malaysia, India, Banglad©sh, and
Sri Lanka av©rag© incom©s in rural ar©as ar© a half or
l©ss of thos© in urban ar©as; in Indon©sia and Pakistan
rural incom©s ar© about a third low©r than urban on©s"
(Griffin and Ghos©, 1984, p. 249).
Also, growth-ori©nt©d d©v©lopm©nt has contribut©d
to wid©ning th© gap b©tw©©n advanc©d w©st©rn countri©s
and Third World countri©s . B©rry, Bourguignon and
Morrisson studi©d chang©s in th© world distribution of
incom© b©tw©©n 1950 and 1977 and conclud©d that wh©n th©
only non-socialist world was focuss©d on, "for th© p©riod
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as a whole distribution seems to have worsened somewhat:
the 1950s and early 1960s exhibit a relative stability,
possibly a slight decline in inequality; between 1964 and
1972 there was a substantial worsening; finally, during
1972-77 there was again no trend despite a sharp
fluctuation in 1975" (Berry, et al., 1983, p.340).
Further, they argued that when private consumption
was used as the indicator, there was clear worsening of
distribution among non-socialist countries (Berry, et
al
. , 1983, p. 332). In particular, they stressed that the
absolute number of poor persons (income below 200, 1970
U.S. dollars) had increased from 680 million in 1950 to
750 million in 1977 (Berry, et.al., 1983, p. 346).
Thus
,
it seems that growth-oriented development has
brought some economic growth to the Third World but more
prosperity to advanced capitalist countries. Also, it is
obvious that poor people in the Third World are left out
of sharing the fruits of growth-oriented development.
Moreover, growth-oriented development has contributed a
great deal to building dependent capitalist structures in
the Third World, in which inequalities between the poor
and rich, and Third World countries and advanced
capitalist countries are produced, reinforced and
perpetuated. In other words, going through growth-
oriented development, the political and economic
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structures of the Third World have been rearranged to
represent the needs of the upper class and advanced
capitalist countries, and to protect their interests.
Accordingly, within the framework of existing structures,
it is very hard to expect poor people in the Third World
to improve their conditions.
2 . 3 Poor Third World Women in Growth-Oriented Development
Among the poor, poor women have benefitted least
from growth-oriented development because such development
uses the subordination of women to its own advantage;
"the fact that women are subordinated is what allows the
sex segregation of work and tasks, and a lower
remuneration for work performed" (Deere & Leon de Leal,
1982, p. 87)
.
In fact, some feminist scholars argue that Third
World women as a whole have been negatively affected by
growth-oriented development. For example, Kate Young
claims based on her observation of women in a small
Mexican village that although modern technology such as
electricity, running water and electric appliances has
lightened women's burden, women's conditions at each
strata (class) have worsened. Rich women lose autonomy.
Poor women suffer from the double day. Although middle
class women are exempted from the burden of the double
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day, they appear more than women of the other two classes
to be more constrained by the cultural norm which
requires women to stay at home and to be entirely
dependent on men (Young, 1978, pp. 144-145).
Nevertheless, one important fact should not be
neglected here, which is that upper and middle class
women have been somewhat benefitted from growth-oriented
development. Due to their class position, they are able
to enjoy some of the economic progress created by growth-
oriented development; their living standards have
improved; and they have had more opportunities for
education and employment. On the contrary, women in the
lower class, i.e. poor women have been most negatively
affected by growth-oriented development because not only
their class and nationality but also their gender work
unfavorably for them. In the following, I will show how
poor women have been negatively affected by growth-
oriented development in a concrete context.
Poor Third World women in Rural Areas
As growth-oriented development emphasizes
industrialization in the Third World, the importance of
subsistence agriculture has declined rapidly. However,
interestingly, the number of women engaged in
agricultural work has increased. According to ILO
estimates based on ninety-five so-called less developed
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countriGS
,
th© percsntagG of females in the agricultural
labor force was 24.9% in 1970: In Sub-Saharan Africa,
37.1% of women in rural areas participated in
agricultural activities; in Central, South America, 4.5%
of rural women were engaged in agriculture; and in Asia,
34.0% of rural women were involved in agriculture (Dixon,
1983, p. 349)
.
Compared to ILO estimates, more recent official FAO
data showed a substantial increase in women's
participation in agriculture. According to official FAO
data, women constitute 38% of the agricultural force in
the Third World (USAID Report, 1985). "In parts of
Africa, more than 40 percent of the farms are managed by
women while 90 percent of the food produced for home
consumption is grown by women farmers; in areas of Latin
America, over 20 percent of rural women are farmers; and
in regions of the Caribbean, women represent 44 percent
of the farmers" (USAID Report, 1985). Since both of them-
-ILO estimates and FAO data—tend to undercount the
numbers of women in agriculture, it can be easily
presumed that the real figures would be much higher.
However, the increase of women's participation in
agriculture has little to do with improvement in their
economic conditions or status . Rather it contributes to
worsening rural women's conditions. First of all.
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although growth-oriented development has contributed to
breaking the sexual division of labor in the productive
sphere and as a result, to leading more women into
agricultural work, it has not contributed to breaking
down the sexual division of labor in the reproductive
sphere. It is still women who take most responsibility
for domestic work.
Second, although more women are involved in
agricultural work, they are usually unpaid family workers
engaged in subsistence agriculture (Deere and Leon de
Leal, 1982). Since most men in rural areas migrate to
cities to get jobs or engage themselves in cash crops,
and at the same time, young people leave rural areas to
work in the industrial sector, old and uneducated rural
women often with children are left behind and take over
what men used to do on the family land.
Third, due to uneven development in rural areas,
the majority of poor peasants lose land and, accordingly,
are not able to meet their full subsistence requirements.
In this context, they become wage workers. Of course,
many female peasants are engaged in wage labor, too.
However, in general, men laborers are considered
much more productive than women laborers. Consequently,
men laborers are paid much more than women laborers
.
Also, men laborers are much more preferred than women
34
labor©rs
. In th© study on wom©n work©rs and agrarian
Chang© in India, S©n says that ©v©n for casual labor,
th© pool of f©inal© casual labor would b© drawn upon as
mal© labor was ©xhaust©d" (S©n, 1982, p. 40). Thus, du©
to growth—ori©nt©d d©v©lopm©nt
,
mor© wom©n in rural ar©as
ar© ©ngag©d in agricultural fieldwork. However, it seems
that they ar© doubly burdened as housewives and farmers
and, further, their work in agriculture is mostly
unvalued or undervalued.
Poor Third World Women in Urban Areas
Since growth-oriented development has carried out
industrialization at the expense of the agricultural
sector, many peasants have experienced difficulties in
surviving in rural areas. Griffin studied "Growth and
Improvement in the Rural Areas of Asia" and claimed there
is evidence supporting that despite the growth of per
capita income and per capital agricultural output "in
many areas the absolute standard of living of a
significant minority of the rural population has
declined" and that "the proportion of the rural
population below some (rather arbitrary) poverty line has
tended to increase" (Griffin, 1984, pp. 251-252). Under
these circumstances, many poor people including women in
rural areas migrate to cities to find jobs.
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However, poor women who are middle-aged or older,
have little or no skills and education, with families,
have difficulties finding jobs in the formal sector and
end up engaging themselves in the informal sector. They
become street vendors, domestic helpers, cooks and so on
(Arizpe, 1977). Their work is characterized as
intermittent, unstable, irregular, and low-paying.
They are also engaged in household industries
directly linked up with the formal industrial sector.
They make lace, dolls, or do embroidery on clothes or
gloves, etc., at home, while watching their children and
doing domestic chores. In fact, although these women work
six to eight hours, they are not considered as workers
(Mies, 1982). Accordingly, they get paid much less than
workers working in factories, are exempted from any
benefits that workers working in factories might have,
and have no security in their work.
It seems that younger women migrants aged 16 to 25
are in a better position of finding jobs in cities. These
women are preferentially employed by many labor-intensive
export-oriented industries such as the textiles,
electronic and electric, rubber, and garment industries,
and multinational corporations (MNCs) which are attracted
to a cheap labor force in the Third World and set up so-
called runaway shops there.
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The main reason for their preference is that "women
are considered not only to have naturally nimble fingers
but also to be naturally more docile and willing to
accept tough work discipline, and naturally more suited
to tedious, repetitious, monotonous work" (Elson &
Pssrson, 1984, p. 23)
.
In other words, these women are
much cheaper and more productive workers than men, and as
a result, bring more profits to industrialists.
In fact, women's wages in these industries are in
general 20%-50% lower than wages paid for men in
comparable jobs (quoted in Elson & Pearson, 1984, p.22).
Women factory workers tend to work longer hours than men.
Their working hours range from 12-14 per day. In general,
they are "in a precarious situation, treated like
temporary workers, always under the threat of layoffs:
sick leave, holidays and vacations are almost unheard of"
(Fuentes & Ehrenreigh, 1983, p. 22). Often, unions are
not allowed. They have to leave factories with marriage.
In this context, it is probably not correct to say that
these younger women are 'luckier' than other poor women.
Thus far, I have briefly examined the situations of
poor women and found out that although growth-oriented
development has led poor women to get involved in more
economic work, their work is usually unvalued or
undervalued. That is, growth-oriented development has
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contributed to marginalizing poor women "in the least
productive and least remunerated sectors of economic
production (Bandarage, 1984, p. 499). In addition,
considering the fact that they are still solely
responsible for domestic work, I can conclude that as a
result of growth-oriented development, poor women's
conditions have not improved much. Rather, in most cases,
their conditions have worsened.
In fact, since the early 1970s, the worsening
conditions of poor women in the Third World have caught
the attention of many people and many international
development organizations. However, not all of them have
the same approach to the cause of the problem and its
solution. Broadly speaking, there are two distinctively
different approaches.
The first approach mainly sees the cause of the
problem in the fact that women are not properly
integrated into development because of the male-oriented
attitude of development planners and/or the educational
system unfavorable for women. Accordingly, their solution
to the problem is to change development planners
'
attitude or to increase educational opportunities for
women, and, consequently, to integrate more women into
development
.
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The second approach does not see the cause of the
problem either in the attitude of development planners or
in the unequal educational system. Rather, it points out
that the problem is deeply rooted in the type of
development that the Third World has adopted and,
consequently, the solution to it is to redirect
development into social transformation. In the following
two sections, I will look into each approach in depth.
2 . 4 The "Integration of Women into Development" Approach
This approach is represented by many women
academics, various U.N. agencies, the World Bank, the US
Agency for International Development (USAID)
,
and other
private voluntairy agencies.
First, several European and North American
academics began to turn their attention to Third World
women, analyzed their conditions, and, further, tried to
come up with a solution. It is Ester Boserup who first
gave attention to Third World women. In her landmark
book. Women ^s Role in Economic Development (1970), she
argued that European colonizers were initially
responsible for women's worsening conditions. In the
colonial period, the values of male European colonizers
dictated that men should work outside the home while
women inside the home. Even in an area where women were
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the major agricultural force, European men strongly
believed that men could become better farmers than women
and taught modern techniques and modern agricultural
methods to men (Boserup, 1970, p. 54).
Even after development began to take place,
development planners have not helped much to improve
women's conditions because their attitude toward men and
women are basically the same as that of European
colonizers
.
Further, she sees another cause of women's
worsening conditions in the inequality of educational
opportunities for men and women. She says that the
difference between female labor productivity and that of
men is due to the difference in education (Boserup, 1970,
p. 214). Boys get some systematic and vocational training
in schools or in workshops, which is a prerequisite to
getting jobs in the modern sector. Conversely, girls
continue to be taught only by their mothers and receive
only the traditional initiation into their roles as
housewives and mothers
.
Thus, Boserup claims that women's worsening
conditions result from the fact that women have been left
out of the development process due to the attitudes of
development planners and the lack of systematic
education. Accordingly, Boserup 's solution is that women
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should be integrated into development by changing the
attitudes of development planners and of increasing the
opportunity of systematic education for women.
Influenced by Boserup, Elise Boulding and Irene
Tinker further extend Boserup's arguments. In Boulding 's
case, she develops the new concept of the "Fifth World,"
which is the special set of spaces in every society where
women carry out their productive roles. She claims that
the "Fifth World" exists invisibly, uncounted and
unassisted, on every continent, in the family farms,
kitchens and gardens, in the nurseries and kitchens of
the planet (Boulding, 1980, p. 5). In particular, she
focuses on the problems of the relationship between the
Fifth World and development planners who are mostly
western men or western-trained men, imbued with the
western myth that a woman's chief place is in the home.
In other words, according to her, it is these men that go
into Third World countries to give development aid
without ever noticing the fifth world at all (Boulding,
1980, p. 5)
.
Tinker is not much different from Boserup and
Boulding. She focuses on the negative role of development
planners. According to her, the development planners who
are generally men, regardless of whether they are in the
donor-country agencies or in recipient countries, tend to
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ignore the fact that women have performed dual roles:
first, bearing children, and second, carrying out
economic activities. By emphasizing the role of women as
child-mother, they tend to relegate women to a
subordinate place (Tinker, 1976, p.33).
She focuses as well on the negative impact of
unequal educational opportunities on women in
development. She says that even in the educational
system, women are not given the same opportunities and
"women's options are even severely limited" (Tinker,
1976, p. 28). Consequently, development has had an
adverse effect on women. In other words, as development
proceeds further, women become more isolated from the
opportunity to contribute to development, and, as a
result, become more marginalized and impoverished.
Thus far, I have examined three major academicians
who have contributed to building the theoretical
foundation of the "integration of women in development"
approach. Their basic assumptions are, first, that
growth-oriented development is beneficial to everybody
including women. Second, the reason women have not
benefitted from development is that they have not been
appropriately integrated into development. Third, if
women receive equal opportunities for education and women
are treated equally by development planners, women will
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be integrated into development and their conditions will
be improved accordingly.
Among international development organizations, the
U.N. took an initiative in women in development. After
the failure of the First Development Decade (1960-1970)
to better the lives of the majority of people in the
Third World, the U.N. shifted its direction for the
Second Development Decade and began to pay more attention
to the poor in the Third World. Once the U.N. focused on
the poor, the U.N. could see easily that women were the
world's poorest of the poor. The U.N. also noticed that
even though women's economic contribution to the
development process was crucial, they were not included
properly in development (Maguire, 1984, p. 8). In this
context, they began to be concerned about how to
integrate women into development
.
Given this concern, in 1967, the U.N. General
Assembly made a "Declaration of the Elimination of
Discrimination Against Women." The U.N. declared 1975
"International Women's Year." In the same year, the U.N.
also declared a "Decade for Women" (1975-1985). Following
these declarations, the U.N. also organized three major
WID conferences—the Mexico Conference (1975), the Mid
Decade Conference in Copenhagen (1980), and the Nairobi
Conference (1985).
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At the Mexico Conference, the "World Plan of Action
for the Implementation for the Objectives of the
International Women's Year" was adopted. At the mid-point
of the Decade, the Copenhagen World Conference adopted
the "Programme of Action for the Second Half of the
United Nations Decade for Women." "Forward-looking
Strategies for the Advancement of Women during the Period
from 1986 to the Year 2000" have been set forth in the
Nairobi Conference. Basically, the main purpose of all
these official conferences is to try to integrate women
into development
.
Unlike these official conferences which were
composed of delegates from U.N. member states, the
'unofficial' conferences called Tribunes or NGO Forums,
were "open to individual participants as well as persons
representing organizations not accredited to the U.N."
(Papanek, 1975, p. 219). Although these unofficial
meetings were criticized for being somewhat disorganized
and confused, more important and constructive ideas were
produced there. For excimple, in the Copenhagen Tribune,
acute disputes arose over how women's issues should be
dealt with in a Third World context. In actuality, a
different voice began to be heard. Some people began to
argue that the dichotomy between "women's issues" and
"politics" was false and that a concern for women's
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issues was itself political (Cagatay and Funk, 1981, p.
777) .
In the Nairobi Forum, a new climate began to form.
Most participants agreed that political topics should be
discussed as women's issues (Hultman, 1986, p. 591).
Further, they said that Third World women should be at
the center of the feminist discourse rather than
relegated to footnotes (Guy-Sheftall, 1985, p. 598). In
fact, a group called DAWN (Development Alternative with
Women for New Era) tried to develop a Third World women's
perspective in dealing with women in development. Most of
all, in this last Forum of the International Women's
Decade, an "Integration of Women into Development"
approach was publicly challenged and criticized.
USAID is another important agency which takes an
"Integration of Women into Development" approach. In
1973, the U.S. Congress passed the "Percy Amendment" to
the Foreign Assistance Act, which required that U.S.
bilateral assistance programs be administered "so as to
give particular attention to those program, projects and
activities which tend to integrate women into the
national economies of foreign countries" (USAID, 1987, p.
2 ).
The Office of Women in Development was established
in 1974 to act as a catalyst to ensure that the Agency's
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concerns regarding women in development are addressed at
the policy and project level (USAID, 1985, p.2). The two
main priorities of A.I.D.'s WID programs are "to (1)
institutionalize among A.I.D. staff the ability to
analyze gender issues and their impact on project
effectiveness; (2) while undertaking the above, to
facilitate the integration of women into all phases of
A.I.D. programs and projects" (USAID, 1987, p.l). Also,
USAID supports other donor and host government women in
development activities (USAID, 1982, p. 11). In fact,
USAID provides financial and technical assistance to
women's bureaus within governmental structures.
The World Bank and other private development
agencies are also very active in engaging themselves in
women in development projects. For example, the World
Bank clearly notes that "by paying attention to the needs
of women in designing projects, and by undertaking
constructive analysis of the issues involved, the World
Bank can do its share to help create a more favorable
climate for improving women's options in development"
(World Bank, 1980, p.l4).
The "Integration of Women into Development"
approach has theoretically and practically contributed to
drawing attention to Third World women in the process of
development. Theoretically, Boserup's work particularly
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provoked many political scientists, economists and other
academicians to conduct studies on Third World women.
Accordingly, more books and articles on Third World women
in relation to development have been published. More
western women began to show interest in Third World
women's issues and many woman studies programs tried to
insert Third World women's issues in their curriculum.
Practically, many U.N. declarations for women and
three world conferences on women led to the official
recognition that women have been discriminated against in
the development process. There have been some attempts to
improve Third World women's conditions at the
international level. Third World governments under
international pressure have tried to change some laws
unfavorable to women and set up women's bureaus. As big
funding agencies like USAID and the World Bank began to
give special attention to women, more development
projects for women have been carried out.
However, despite all these theoretical and
practical efforts, in reality women's conditions have not
improved much. While women represent 50% of the world
population and one third of the official labor force,
they still perform nearly two-thirds of all working
hours
,
receive only one tenth of the world income and own
less than 1 percent of world property (Kubota, 1983, 1).
47
Also, the increase in development projects for women
results in an increase in women's dependency on foreign
aid or government assistance.
Under these circumstances, the "Integration of
Women into Development" approach has been criticized by
many. The first criticism that it often receives is that
this approach accepts growth-oriented development without
really questioning its nature (Anand, 1984, p.6). It
naively assumes that growth-oriented development will be
beneficial to women if they are properly integrated into
the development. It obviously fails to recognize the
problems that growth-oriented development has created. In
other words, it does not understand that women's problems
are closely related to unequal and unjust systems being
reinforced by growth-oriented development.
The second criticism is that since it supports
growth-oriented development and, further, the existing
system, its solutions to problems are very reformistic
and minor change oriented. Solutions focus on changing
the attitude of male development planners, increasing
educational opportunities for women, changing laws
unfavorable to women, including women in development
projects, and establishing commissions, councils, and
bureaus for women (Bandarage, 1984, p.499). Solutions
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never focus on radical change in the direction of
development or in the existing structure.
The third criticism is that the "Integration of
Women into Development" approach to the problems is
bureaucratic and top-down (Bernard & Gayfer, 1983, p.35).
Its basic position is that solutions should be sought
through official channels, which in most cases involve
governments regardless of whether they are repressive or
not. They rarely provide any resources or funding to
grass-roots organizations and local groups which are in a
better position of knowing what poor women really need
(Bernard & Gayfer, 1983; Stromquist, 1986).
The fourth criticism is that the attitude of
advocates toward Third World women are First World-
oriented and even paternalistic. It seems that they
support or carry out projects not based on what Third
World women really need but based on what they think
Third World women need (Pala, 1981). Accordingly, in most
cases, the projects become irrelevant to the needs of
Third World women. Also, Third World women are considered
as those who should be helped because their conditions
are miserable. Third World women are not seen as those
with whom First World development advocates fight
together to achieve liberation for all human beings.
These advocates do not explore how Third World women's
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miserable conditions are related to their affluent life
conditions
.
The fifth criticism is that this approach sees the
problems more or less within the dynamics of men and
women. As seen above, Boserup, Boulding and Tinker blame
European colonizers or development planners, who were/are
men, for leaving women out of development. In other
words, they argue that Third World women have been
ignored by those men while Third World men have been
preferred. Accordingly, women have not had any benefits
from development while men have.
Along this line, international organizations focus
only on increasing the number of development projects for
women and allocating more resources to these projects.
However, it is too simple to understand problems just
within the dynamics of men and women. Often it serves to
divert people's attention from the real cause of
problems. It can be said that European colonizers,
development planners, and Third World elites are
responsible for women's marginalization. However, it
does not necessarily mean that women's marginalization is
all their own fault. Further, it is not always accurate
that all men benefit from development while all women do
not benefit from development. More men probably benefit
from development. However, women from the upper and
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middle classes benefit from development, too. Thus, other
factors like class issues, which are as equally important
as gender relationships in the analysis of women's lives,
have not been considered (Beneria & Sen, 1981, 285).
The sixth criticism is that by overemphasizing
women's economic activities in the development process,
advocates fail to consider a very important feminist
concern. Women's subordination originates not only from
the fact that women are not properly engaged in the
public arena but also from the fact that only women are
engaged in the reproductive area—bearing and rearing
children and doing domestic work. They only focus on
nondomestic production as a determinant of women's
productivity in society (Beneria, 1981, p.291). In fact,
while women's relationship with men is overemphasized in
the public arena, women's relationship with men in the
family is never mentioned. For example, it is never
questioned who is doing domestic work or who is looking
after children.
The seventh criticism is that the overemphasis on
integrating women into development might lead people to
question the intention of this approach. It seems that
this approach shifts attention on development and away
from women, and that women are used to guarantee the
success of development. Pat Maguire points out that this
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approach niak©s sur© that wom©n ar© ©ss©ntial to th©
succ©ss of th© total d©v©lopm©nt ©ffort rath©r than that
d©v©lopm©nt is ©ss©ntial to woman's succass (Maguira,
1984, p.l4)
.
Th© failur© of this approach in improving woman's
conditions in th© Third World makas som© paopl© raaliz©
that this typ© of davalopmant, i.a. growth-oriantad
davalopmant, cannot b© th© solution to woman's worsaning
conditions. Rathar it is mor© or lass th© causa of th©
problam. In this contaxt, th© sacond approach which
strassas th© naad to radiract growth-oriantad davalopmant
into social transformation, i.a. woman in social
transformation, has ©margad.
2 . 5 Th© "Woman in Social Transformation" Approach
Sine© this approach saas th© causa of poor woman's
worsaning conditions in growth-oriantad davalopmant, this
approach fundamantally disagraas with th© "intagration of
woman into davalopmant " approach. It arguas that th©
problam is not that woman ar© not intagratad into
davalopmant but that woman ar© intagratad into th© bottom
of ©xisting hierarchical economic structures generated
and intensified by growth-oriented development. Thus, it
seems that this approach sees no hope for the improvement
of poor women's conditions in growth-oriented
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development. Under these circumstances, this approach
claims that the replacement of growth-oriented
development with social transformation is required for
the improvement of poor women's conditions: fundamental
structural change can lead to the elimination of the
existing oppressive and exploitative system and to the
establishment of a more democratic, equal, and just
system.
However, there are two slightly different views in
this approach on how to deal with women's oppression in
relation to other forms of oppression in the process of
social transformation.
2.5.1 Socialist Feminist View
The first view, influenced by Socialist feminism
(hereafter, the Socialist feminist view), separates the
dependent capitalist system from the patriarchal system
and claims that poor women's worsening conditions are
caused not only by the dependent capitalist system but
also by the patriarchal system, "a system of control over
women's productive and reproductive capacities (Folbre,
1987, p. 323)
Specifically speaking, according to this socialist
feminist view, relations between men and women have their
own independent logic, dynamics, and history, that do not
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stand in any necessary or contingent relationship to the
prevailing economic mode of production (Burnham and
Louie, 1985, p. 35). Thus, this view refuses to accept
that economic relations as the base determine other
relations including gender relations; economic relations,
like relations between women and men, are one of several
systems of relations. Therefore, this Socialist feminist
view argues that in order to achieve poor women's
liberation, a separate feminist revolution aiming at the
elimination of patriarchy and the sexual division of
labor is needed along with a socialist revolution
focusing mainly on the elimination of unequal economic
structures
.
This Socialist feminist view is represented by DAWN
(Development Alternatives with Women for a New Era), a
multinational women's network of activists, researchers,
and policy-makers based primarily in the Third World.
First of all, DAWN disagrees that "the development
process, as it has evolved in most Third World countries,
is inherently benign to the people living there" (Sen &
Grown, 1985, p.l2). Rather, it notes that in reality,
development in the Third World has created more serious
problems such as massive and growing impoverishment and
inequality, food insecurity and non-availability,
financial and monetary disarray, environmental
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degradation, growing demographic pressure, increased
militarization, domestic repression and foreign
aggression (Sen & Grown, 1985, p.l2). As a result, DAWN
argues that the lives of the majority of people in the
Third World have become increasingly uncertain and
vulnerable
.
In particular, DAWN stresses that with a few
exceptions, women tend to suffer more in the process of
development: women's relative access to economic
resources, incomes, and employment has worsened; their
burdens of work have increased; their relative and even
absolute health, nutritional and educational status has
declined (Sen & Grown, 1985, p.21). Thus, DAWN claims
that the present type of development is responsible for
women's worsening conditions, and, further, argues that
"equality for women is impossible within the existing
economic, political, and cultural processes that reserve
resources, power, and control for small section of
people" (Sen & Grown, 1985, p. 14).
In the process of transforming existing oppressive
and exploitative structures and building an alternative
vision, DAWN specifically addresses that "since poor
women are the central actors on our stage, poverty and
gender subordination must be transformed" (Sen & Grown,
1985, p.73). However, neither poverty nor gender
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subordination is itior© impoirtant than th© oth©r; poor
wom©n's conditions ar© ©qually aff©ct©d by ©xisting
©conomic and political structures and systems of male
domination. Therefore, both of them should be eliminated
simultaneously.
DAWN notes that "the struggle against gender
subordination cannot be compromised in the struggle
against other forms of oppression, or be relegated to a
future when they may be wiped out" (Sen & Grown, 1985,
p.l3). Also, DAWN places a high emphasis on the potential
role of self-empowered individual women and their cross-
class autonomous women's organizations in the process of
bringing about transformation and actualizing a vision.
In particular, DAWN stresses the importance of empowering
poor women because they will be "the most committed,
militant, and energetic actors once avenues for action
emerge" (Sen & Grown, 1985, p. 82). Further, DAWN
provides a central role to women's organizations because
they have the strength to push for the radical changes.
Thus, the Socialist feminist view represented by
DAWN has shown how important it is to tackle gender
subordination independently of economic inequalities and,
further, how significant it is to empower, organize, and
lead women, in particular, poor women into social
transformation in order to achieve their liberation. In
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fact, this Socialist feminist view is considered new and
fresh to the people who are already frustrated with the
"Integration of Women into Development" approach and
traditional marxists because neither of them take note
of gender issues.
Nevertheless, this socialist feminist view has some
drawbacks. First of all, by overemphasizing that gender
issues should be tackled independently of class issues
and nationality issues, it fails to show how gender
issues are connected to class issues and nationality
issues in a concrete context and, further, how socialist
revolution is related to feminist revolution in the
process of social transformation. Second, this socialist
feminist view is somewhat naive about organizing women
across classes. In reality, it is hard to find cases in
which women across classes have united over feminist
issues without any conflict. In fact, women tend to
identify themselves with men of the same class rather
than with women of different classes. For example, women
of upper class and middle class under the Allende regime,
when their class interests were threatened, easily turned
their backs on women of lower classes and became the most
reactionary group refusing to unify for the sake of
social transformation (Crummett, 1977, pp. 111-113).
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Third, it seems that the socialist feminist view is
not well aware of the antagonism that it might create
among people in the process of social transformation by
strongly advocating the need to have a gender struggle
independent of other struggles. In other words, since any
movement aiming at social transformation is subject to
severe political repression, people involved in the
process of social transformation consider unity among
different oppressed groups the most crucial element
leading to the success of social transformation.
Therefore, if that unity is threatened, regardless of its
cause, people have a tendency to become antagonistic to
it. Thus, it seems that this socialist feminist view
requires some clarification and modification to be more
practical and applicable in a concrete context.
2.5.2 Marxist Feminist View
There is another view influenced by Marxist
feminism in this "women in social transformation"
approach (hereafter, the Marxist feminist view) . This
view is represented by Marxist feminists such as Asoka
Bandarage, Magdalena Leon de Leal, Maria Mies, Carmen
Deere, Ann Stoler, and many others. These scholars mainly
see the subordination of Third World women as a systemic
feature of dependent capitalism. Unlike the Socialist
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feminist view, this Marxist feminist view still believes
that economic relations (especially class relations
—
national and international) as the base determine other
relations including gender relations. Therefore, this
view argues that once economic relations—class relations
and nation relations—change, unequal gender relations
change accordingly.
Specifically speaking, this Marxist feminist view
identifies social transformation with socialist
revolution and argues that socialist revolution provides
the ground work for women's liberation. Accordingly,
there is no need to have a feminist revolution
independent of socialist revolution. Also, this marxist
feminist view does not consider poor women as the
vanguard group who will lead the feminist revolution.
Rather, they are considered a large part of the
proletariat who will be the principal vehicle for overall
socialist revolution.
Further, this marxist feminist view claims that the
degree of oppression and exploitation that women suffer
is very different depending on their class. Although
upper class and middle class women have not benefitted
from growth-oriented development as much as men in the
same classes, it is obvious that these women share some
of its fruits with men (See Stoler, 1977). At least they
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do not have to worry about basic necessities like
housing, food, and health care, which are main concerns
of lower class women as well as lower class men.
Nevertheless, this view is also seriously concerned
with gender subordination and tries to stress the
different effects of dependent capitalism on men and
women. It clearly shows how growth-oriented development
has driven poor women in the Third World into the bottom
of hierarchical economic structures and made them more
vulnerable to exploitation as factory workers, farmers,
and informal workers enriching both national capitalists
and foreign capitalists. The Marxist feminist view also
takes note of the fact that these poor women are, in most
cases, solely responsible for domestic work. It
furthermore tries to show how women's sole responsibility
in the reproductive area affects their position in the
productive area.
Under these circumstances, some scholars of the
Marxist feminist view such as Lourdes Beneria, Carmen
Diana Deere, Magdalena Leon de Leal, Maria Mies, and
others have attempted to combine analyses of changing
household structures, the role of reproduction, women's
reproductive activities, familial relations, and
patriarchal ideologies, with their analyses of the
effects of capitalism on women (Asoka Bandarage, 1984,
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p.506). However, as Bandarage admits, "there is still a
long way to go before the economic biases of Marxism can
be transcended and Marxist—feminist analyses of women's
sexuality and psychology, the reproductive role etc. can
be developed" (Asoka Bandarage, 1984, p.506).
Nevertheless, it seems that Third World activists
appeal more to the Marxist feminist view than to the
Socialist feminist view for several reasons. First, as
this view primarily places an emphasis on the elimination
of poverty resulting from unequal and dependent economic
relations, it can attract more poor women who consider
poverty as a more urgent matter to be taken care of.
Second, this view is more realistic about the
difficulties in unifying women of different classes by
claiming that the process of development more similarly
affects women and men in the Scime class than women across
classes (See Ann Stoler, 1977); thus women will tend to
identify themselves with men from the same class than
women from different classes. Third, it will not create
antagonism that the Socialist feminist view might create
among people involved in social transformation because
unlike the Socialist feminist view, it does not advocate
the need to have a gender struggle separate from class
and national struggles.
61
Despite the fact that this Marxist feminist view
might draw more women than the socialist feminist view,
there is a possibility that this Marxist feminist view
might lead to the mistake where some Third World
countries brought about socialist revolution and somewhat
eliminated unequal economic relations between classes and
between nations, but did not make much process in
eliminating unequal gender relations. In other words, as
the Marxist feminist view understands gender oppression
within the framework of class relations and subordinates
gender oppression to class oppression and nation
oppression, it cannot adequately explain why dependent
capitalism takes a patriarchal form (Folbre, 1987, p.
324)
.
Thus far, I have examined two slightly different
views—the socialist feminist view and the marxist
feminist view— in the "women in social transformation"
approach. It seems that each view has some strengths and
drawbacks in its application to real situations in the
Third World.
Nevertheless, from these two views, I conclude that
the elimination of poverty caused by unequal economic
relations is urgent and fundamental, and requires full
attention in the process of social transformation.
However, this does not mean that eliminating unequal
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economic relations is more important than eliminating
unequal gender relations. In fact, unequal economic
relations and unequal gender relations should be
considered equally important and eliminated
simultaneously. However, they should not be eliminated in
a separate and independent manner but in a more complex
and dialectical manner. In particular, special attention
should be given to the elimination of unequal gender
relations because it can be easily left out, as we have
been seen in many socialist countries.
In my opinion, it is poor women who have the
potential to grasp the delicate and complicated
relationship between gender oppression and other forms of
economic oppression. In other words, since their lives
are most negatively affected by all the unequal
relationship between classes, nations, and genders, they
are in a position of knowing best how unequal class,
nation, and gender relations are inter-connected in
oppressing people in the Third World and how these should
be changed to liberate people in the Third World. Under
these circumstances, it is very important to empower,
organize and lead poor women into social transformation
as a leading force.
However, these poor women in the Third World have
been isolated and marginalized. They do not understand
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what has been going on around them. They have not had
many opportunities to critically analyze their condition
^ larger context, not to mention to take action upon
their critical analysis to improve their conditions.
Thus
,
although poor women could play an important role in
the process of social transformation, they are not ready
to take a leading role yet. In this context, the
importance of education for poor Third World women
emerges. Of course, other factors such as strong
organizations and good leaders are also needed to make
poor women more active participants in social
transformation. However, in this study, the focus is
mainly given to education.
2 . 6 Education as a Tool of Social Transformation
The reason the special focus is given to education
is that education can play multiple roles to make poor
women important agents of change. Specifically, first of
all, education can empower poor women by providing them
with opportunities to understand what situations they as
poor women are in. Through education these poor women can
understand that the cause of their oppression is not
their ignorance and/or laziness but the existing
oppressive and exploitative system. They can also grasp
the nature of the existing oppressive and exploitative
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system the internal logic of each form of oppression and
the complex dynamics among different forms of oppression.
Further, they can learn concrete and practical skills
that make poor women more independent and self-
sufficient .
Second, education can help poor women organize.
Through education poor women can understand that a single
person is powerless but when they are organized, they
earn the strength to push social transformation in the
right direction. In particular, they can learn that it is
crucial to get together and build up strong bonds among
themselves in order to gain some autonomy in their
struggle for liberation as women.
Third, education can help poor women participate in
the process of social transformation. In other words, as
education emphasizes the importance of practice as
seriously as that of theory, education can lead poor
women to engage themselves in social transformation as
agents of change.
Thus, education can contribute a great deal to
social transformation by equipping poor women to be
important change agents. However, in reality, most forms
of education do not serve these roles. Rather they
prevent these women from being empowered, organized, and
led into social transformation.
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CHAPTER 3
EDUCATION AND POOR THIRD WORLD WOMEN
3 . 1 Introduction
In the previous chapter, I have learned that
education could play a crucial role in the process of
social transformation by producing agents of change. In
particular, poor women's education should be emphasized
because although they can be an important leading force
of social transformation, in most cases poor women are
not properly educated to lead social transformation.
With this in mind, in this chapter I will examine
various forms of education available to poor women and
determine their strengths and limitations as an
appropriate form of poor women's education. In the first
part of the chapter, I will briefly investigate formal
education. The reason I do not investigate it in detail
is that unlike what is anticipated, formal education is
the least important form of education for poor women due
to its inaccessibility and its conservative nature.
Although nonformal education is relatively short in
history and has many limitations in educating poor women
to be agents of change, I see more potential for it to be
a tool of social transformation than formal education.
Therefore, I will focus more on nonformal education than
on formal education in this chapter.
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In the second part and the third part of this
chapter, I will examine nonformal education in depth.
First, in the second part, I will explore the
appropriateness of nonformal education for poor women's
education based on literature available on nonformal
education. Since many different types of education have
been carried out under the name of nonformal education, I
will categorize them into two types of nonformal
education—reform-oriented and radical change-oriented
nonformal education. I will specifically look into how
each type of nonformal education—reform-oriented and
radical change-oriented nonformal education—has dealt
with women and how each of them contributes to improving
the condition of poor women.
Then, in the third part, I will present the
information of six nonformal education projects which I
have gathered through interviews. Further, I will analyze
these projects to determine to what extent the
information from the literature on nonformal education
for women is relevant in a real context.
In the last part of this chapter, I will assess the
feasibility of nonformal education as a tool of social
transformation based on my analysis of nonformal
education in the second and third parts of the chapter.
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3 . 2 Formal Education
Formal education is generally considered the most
important form of education because it is most widely
available and also teaches students "modern" knowledge,
skills, technology, behavior, etc., necessary to live in
this modern society. However, this is not true as far as
poor Third World women are concerned. Indeed formal
education may be the least important form of education
for poor women.
In fact, opportunities to receive formal education
are limited for several reasons. The first reason is
economic. Since their parents are poor, they cannot
afford to pay school fees. In many cases, parents tend to
squeeze their budget for the education of sons because
sons will support their parents when they are old. On the
contrary, parents hesitate to do the same for their
daughters because they know that their educated daughters
will marry off and support their husbands' parents.
The second reason is cultural and religious.
Parents are concerned that in most cases their daughters
will learn in the same classroom as boys. Often they are
worried that their daughters are "fooling around" and
getting bad reputations. In some regions like parts of
the Arab States and Africa where Islam is strong, girls
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are not supposed to meet any men except their male family
members
.
Given these reasons, school enrollment levels for
poor girls in the Third World are very low. In fact.
Third World children, regardless of their gender, have
substantially fewer opportunities for school than
children from western countries. "The enrollment gap
between sub-Saharan African countries, for example, and
high income countries is greater than 50 percent"
(Academy News, Spring 1990).
Further, in Third World countries, enrollment of
girls has been much lower than enrollment of boys. For
example, Asian rates (excluding Japan) for 6-11 year old
are 71 percent (boys) and 50 percent (girls), and for
Africa 59 percent (boys) and 43 percent (girls) (Bowman
and Anderson, 1982, p.l6). Enrollment of girls is
particularly depressed in the rural areas of inferior
provinces where the population is poor, dispersed and
less exposed to new ideas about women's roles in society
(Jones, 1982, p. 36).
Although some poor Third World girls do get into
school, many of them tend to drop out at lower levels of
schooling for several reasons. The first has to do with
their parents ' attitudes . Even though their daughters go
to school, parents expect their daughters to do household
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tasks like child care, working in gardens or fields,
fetching water and so on (Bowman & Anderson, 1982, p.
22). As a result, the daughters often cannot find time
for homework and lose interest in going to school.
The second reason is the curriculum in school.
Schools have two different sets of curricula for boys and
girls. For boys, more employable skills like mechanical
drawing and more practical knowledge on engineering and
electricity are taught. On the contrary, for girls,
domestic skills like domestic economy, dress designing,
cooking, etc., are taught. In fact, in most cases, the
skills that girls learn at school can be acquired without
attending school. Therefore, girls do not have a strong
need to continue to go to school
.
The third reason has to do with teachers ' attitudes
toward girl students. Intentionally or unintentionally,
teachers presume that women's major roles in society are
related to their reproductive roles as mothers and wives
.
Accordingly, teachers restrict the range of school
activities for girls to reproductive roles. According to
a survey, teachers' expectations of female students'
projected careers are different from those they hold for
male students. Teachers rank the following as the most
likely careers to be pursued by female students: nurse,
office worker, housewife, hairdresser, seamstress.
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primary school teacher, and midwife (Biraimah, 1982, p.
191) . Thus, in a context where teachers do not take
female students' futures as seriously as those of male
students, it is much easier for female students to drop
out of school.
The fourth reason is the textbooks and other
educational materials that these female students use in
school. Usually, in textbooks and other educational
materials, boys are portrayed as active leaders and girls
as passive followers and servers. Men also have a variety
of occupations while women are only wives and mothers
(Finn, Reis & Dulberg, 1982, p. 114). In addition, lower
class (working class and peasant) homes are rarely shown
and virtually all portrayals are of middle-class homes
and occupations (Finn, Reis & Dulberg, 1982, p.ll4). In
this situation, female students easily learn that schools
are not challenging and not for them.
Thus
,
already overburdened with house chores along
with school work, poor Third World girls are easily
frustrated by the fact that schools are irrelevant to
their real lives. They also know they cannot identify
with the values that schools represent. Under these
circumstances, poor women in the Third World realize that
they do not fit schools, and decide to drop out.
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As a consequence, girls in the Third World are more
likely to be school dropouts than boys (Verghese, et al
. ,
1984, p.l77). For every 37 boys who dropped out of school
in 1960, 49 girls left: for every 40 male dropouts in
1970, 46 girls left (Verghese, et al., 1984, p.l77).
Although statistics are not available, it can be easily
assumed that the number of female dropouts in rural areas
is much higher than in urban areas
.
Thus, it appears that most poor women have little
or no access to formal education. At this point, it might
be worthwhile to question what happens to those who stay
in school and what they really learn. Do they learn to
understand their condition critically? Do they learn to
take action to improve their condition?
In most cases, those who stay in school learn
knowledge, skills, technology, etc., developed to support
the interests of those in power. They learn behaviors and
values which are male-oriented, middle and upper class-
centered and western-based. As a consequence, they learn
how to negate themselves as poor Third World women and
accept the system as it is . Even for those who stay in
school, formal education cannot be the learning place.
Given the inaccessibility of formal education and
its conservative nature, it is hard to expect formal
education to be a tool of social transformation. This is
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the reason why this chapter does not go into formal
education in depth. Rather, this chapter focuses more on
nonformal education because due to its nature, it is more
appropriate for the education of Third World women.
Furthermore, it has more potential to be education as a
tool of social change.
3.3 Nonformal Education (As Reviewed in Literature)
Nonformal education is literally what formal
education is not. In making a comparison between formal
education and nonformal education, Tim Simkins
characterizes nonformal education as
short-term and specific and non-credential based
(purpose), short cycle, recurrent, part-time
(timing), output-centered and individualized,
practical and entry requirements determined by
clientele (content), environment-based,
community-related, flexible structured, learner-
centered and resource saving (delivery system) and
self-governing and democratic (control) (Simkins,
1977, pp. 12-15).
However, nonformal education is also different from
informal education because unlike informal education,
nonformal education is an organized activity with an
identifiable clientele and a specific set of learning
objectives (Coombs, 1974, p. 11). In fact, the range of
nonformal education projects is very broad. Their natures
are very different, often entirely in opposition.
Generally, most of the nonformal education projects fit
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into two categories—reform-oriented and radical change-
oriented although some of them fall in between these two
categories
.
Reform-oriented nonformal education has been
developed as a supplement to formal education because
formal education is too expensive to serve the
educational needs of all people at all levels and also is
not responsive to social, economic, political and
technological changes in the world (Griffin, 1985, p.33).
Therefore, its advocates focus on the characteristics of
a nonformal education which is cheaper, shorter-term and
more responsive to immediate needs. However, to them,
nonformal education is just a second best choice and
formal education is still considered preferable. Tim
Simkins aptly describes the fate of this kind of
nonformal education: "newly developed non-formal
education programmes are likely to suffer one of two
fates: they will become formalized or they will be
devalued" (Simkins, 1977,, p.33).
The main reason it is called reform-oriented
nonformal education here is that it seeks individual
changes within the existing socio-economic and political
framework. Its assumption is that if individuals learn
modern skills and knowledge, they will be productive and
easily integrated into the existing system. Thus, despite
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fact that this type of nonfontial education could
bring about change at an individual level, it does not
intend to bring about any macro change in existing
structures
.
On the other hand, radical change-oriented
nonformal education has been developed based on the
criticism of the role of formal education in maintaining
and reinforcing the existing oppressive system. This type
of nonformal education has been influenced by Marx,
Gramsci, Ivan Illich, Paulo Freire, many other radical
educators from the Third World, etc. For example, Ivan
Illich claims that as formal education has become
schooled, it does not promote learning or justice because
educators insist on packaging instruction with
certification (Illich, 1970, p. 16). Paulo Freire
identifies formal education with banking education which
inhibits creativity and domesticates the intentionality
of consciousness by isolating consciousness from the
world, thereby denying men their ontological and
historical vocation of becoming more fully human (Freire,
1981, p. 71).
Under these circumstances, nonformal education has
been developed as an alternative to formal education.
Nonformal education as an empowering process or as a
critical consciousness raising process is highly
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emphasized. In other words, the main role of nonformal
education is to provide people with critical knowledge
and productive skills. As a result, they are able to
analyze the oppressive situations they are in and to
participate in the process of bringing about fundamental
changes at the structural level in order to build up a
more democratic and equal society. Thus, this type of
nonformal education is different from reform-oriented
nonformal education in the sense that it stresses that
individual change should be closely connected to radical
change at the structural level and individual change
alone is meaningless without radical change at the
structural level. This is the reason it is called radical
change-oriented nonformal education.
These two types of nonformal education have
coexisted in parallel in the field of nonformal
education. Recently, poor Third World women have become
an important target of both types of nonformal education.
3.3.1 Reform-Oriented Nonformal Education and Women
The main leading organizations which initiate and
fund reform-oriented nonformal education projects are
international development agencies and Third World
governments . The reason for their interest in nonformal
education is that it is not as expensive as formal
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education and it educates people much more quickly. Also,
it responds to the needs of people much faster than
formal education. In this context, nonformal education is
considered more suitable for the second citizen, i.e.
women
.
To them, the main role of nonformal education is to
provide women with more educational opportunities to
receive modern skills and knowledge, and eventually to
help women to be productive and competitive in modern
society and to be integrated into the modern economic
sector
.
In fact, it was after the United Nations'
International Women's Year that poor women began to be
considered an important "target" of nonformal education.
Previously, like in formal education, women had been
ignored in this type of nonformal education. However,
faced with international pressure, governments and
international development agencies "began to hastily
insert references to women and girls into project
descriptions and reports" (Gayfer, 1980, p. 3). As a
result, all of sudden, women are "discovered" (Rogers,
1980, p.81).
However, despite the fact that the number and the
size of women's projects have increased rapidly,
international development agencies and Third World
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govGirninsnts still spend relatively little money and
allocate minimum resources for women's projects compared
to projects for men. For example, UNDP/FAO allocated a
total of $4,000 for the 'home economics' project when
total allocations for the year were $12.5 million
(Rogers, 1983, p. 82).
Most reform-oriented nonformal education projects
involving women in the Third World are income-generation,
literacy, agriculture, and health-related projects. There
is not much information on how these projects contribute
to improving women's conditions and how seriously these
projects deal with the problems of poor Third World
women. However, according to the limited infoinnation
available, these projects do not have positive effects on
women
.
Income-generating projects have been considered
crucial to improving women's conditions because "these
projects are an attempt to repair some of the dcimage of
past and current development policies" (Karl, 1984,
p.95). However, most of the time, women learn female
prone skills such as sewing, knitting, embroidery,
cooking, and so on which are regarded as low paid and
easily replaceable (Anand, 1986, p. 8). Also, women
produce decorative and non-essential items. Accordingly,
women are generally geared towards work for a very
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and unir©liabl© ma 2r]c©t, th© tourist and ov©rs©as
sp©cialty mark©ts (Rog©rs, 1980, p. 95). Furth©r,
although wom©n ar© ©ngag©d in incom© g©n©rating proj©cts,
th©y ar© not ©x©mpt from dom©stic work or subsist©nc©
agricultural work.
Wh©n Gill Gordon r©s©arch©d nutrition proj©cts in
th© Third World, sh© found out that most of th©m ignor©d
th© local situations and impos©d w©st©rn id©as or
products on local wom©n. Many nutrition ©ducators 'blam©
th© victims' and aim to chang© th© practic©s of
individual moth©rs without d©aling with r©al probl©ms or
matching th© r©sourc©s and opportuniti©s of th© moth©r
(Gordon, 1986, p.29). Cons©qu©ntly , th©s© nutrition
proj©cts incr©as©d d©p©nd©nc© of Third World wom©n on
w©st©rn id©as or w©st©rn r©sourc©s
.
Lit©racy proj©cts ar© not much diff©r©nt from
incom© g©n©ration proj©cts or nutrition proj©cts. Most
lit©racy proj©cts ar© bas©d on th© fals© assumption that
illit©racy is th© sam© as ignoranc© and lack of
int©llig©nc© and, at th© sam© tim©, a caus© of pov©rty
and ©xploitation (Bhasin, 1985, p. 83). Accordingly, th©
proj©cts oft©n l©ad illit©rat© wom©n to blam© th©ms©lv©s
for th©ir pov©rty and mis©ry. Furth©r, many lit©racy
proj©cts l©ad to th© dom©stication of wom©n by
r©inforcing th© st©r©otyp©d rol© of wom©n as moth©rs and
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^ivGS . For ©xampl©, th© main cont©nt of th© prim©rs for
wom©n is hous©work, child car©, and family planning
(Bhasin, 1985, p. 90).
Thus, although r©form-ori©nt©d nonformal ©ducation
proj©cts might incr©as© som© ©ducational opportuniti©s
for poor Third World wom©n, basically it is not much
diff©r©nt from formal ©ducation. Th©s© proj©cts
contribut© mor© to maintaining wom©n's marginalization
and str©ngth©ning wom©n's oppr©ssion. Un©qual class
r©lations, d©p©nd©nt nation relations, and unequal gender
relations that condition poor women's lives are never
challenged and questioned in these projects. Rather,
often unequal relationships between genders, classes and
nations are justified and reinforced through these
projects
.
Obviously, the projects rarely challenge the sexual
division of labor between women and men. Although the
projects are supposed to "improve" women's conditions,
"they address mainly the reproductive roles of women:
they seek to make women more informed mothers , more
efficient family caretakers, more effective home
managers" (Stromquist, 1986, p. 5). Thus, instead of
challenging the sexual division of labor, they reinforce
already existing sex-stereotyped roles for women and men,
and sometimes reintroduce the typical sex-stereotype in
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the areas where women are actively involved in economic
activities as equally as men.
Moreover, women are not incorporated into already
existing projects designed to teach agricultural skills
and /or modern technology. Rather, special projects are
developed to teach female prone skills. On the contrary,
men are rarely involved in the project designed to teach
domestic skills. The statistics show that in Africa,
women comprise 100 per cent of participants in home
economics as compared with 15 per cent for agriculture
and zero for trade and commerce, while men comprise only
10 per cent of participants in nutrition courses, and
zero in home economics (Rogers, 1980, p.88).
Less obviously but clearly, these projects help
western countries to sustain their superior position and
make Third World countries and people more dependent.
Since most projects are financed by international
development agencies, they make Third World women more
dependent on western countries economically. Also, as
they are operated by western personnel and Third World
elites, women become more helpless and dependent on
western people or Third World elites
.
Usually, western people and Third World elites who
are ignorant of women's needs and women's real lives in
the Third world are put into a position where they decide
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what Third World women need, and design and implement
programs for Third World women. Thus, westerners and
Third World elites become the ones who know everything
and women are reduced to just 'beneficiaries.' "The whole
process reinforces women's feelings of inferiority"
(Bronstein, 1982, p. 258) and perpetuates the myth that
foreigners and elites in the Third World are superior to
them.
Neither are class issues considered seriously.
Although many projects claim to serve poor women, middle
class women are the major beneficiaries for the projects
(Bernard & Gayfer, 1983, p. 37). The reason for that is
that they are the ones who can be reached easily and they
have more free time than poor women. It is not easy for
poor women who are already too busy with double burdens
as housewives and money makers to get involved in the
projects because these projects rarely contain the
provision of supportive services like child care
(Stromquist, 1986, p.5). Often, the participation of
these poor women implies that one more burden is added
onto their shoulders
.
Thus, in fact, reform-oriented nonformal education
projects do not increase educational opportunities for
poor women as expected. Moreover, they do not help poor
women in the Third World to learn what they need in order
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to improve their conditions. Rather, "they foster the
attitude that a woman's capabilities and role options are
few, and that her contribution to the society outside the
home is basically a supplementary one" (Bernard, 1986, p.
20 ) .
3.3.2 Radical Change-Oriented Nonformal Education and
Women
Radical change-oriented nonformal education
projects for women are usually provided by grassroots
groups and some NGO groups . Compared to reform-oriented
nonformal education, it is even harder to find out what
impact these projects have on women because due to their
nature, official evaluation of the projects has rarely
been done. Accordingly, the examination of this type of
nonformal education is based on limited information from
the literature and my personal experience.
This type of nonformal education project has
emerged from the criticism of formal education which
mainly serves to maintain the status quo and support the
existing system. Given this criticism of formal
education, advocates for this type of nonformal education
highly emphasizes the need to reveal the dynamics,
structure, and nature of the existing oppressive system
and to transform the existing system into a more
democratic and equal system. Under these circumstances.
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the main role of this type of nonformal education project
is to raise critical consciousness of people so that they
become aware of their oppressive situations and are able
to critically analyze the situations in a larger context
and to participate in changing them.
This type of nonformal education focuses on people
who are left out of formal education and the whole
existing system. Along these lines, poor women are
considered one of the important "targets". However, in
these projects, target audiences are treated differently.
They are not portrayed as passive receivers of knowledge
and skills. They are asked to actively participate in the
whole process as the subject. The role of teachers is
also different. Teachers are not supposed to know
everything. Rather, teachers go through the learning
process together with students as more or less
facilitators. Dialogue between teachers and learners is
considered as essential. The relationship between
teachers and learners is horizontal and democratic
.
The transmission of new knowledge and skills is an
important part of this type of nonformal education.
However, at the same time, the validation of the
tradition, knowledge, and experience of learners is also
regarded as significant part of the education.
Furthermore, radical change-oriented nonformal education
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emphasizes the importance of practice as much as the
acquisition of knowledge and skills. In other words,
people are asked to analyze their problems critically in
a larger context and also asked to act upon them as
change agents
.
It is important that women are included in these
projects. However, the problem is that they are included
not because they are women but because they are poor and
marginalized. In other words, these projects do not take
gender issues seriously.
Recently, among female participants in the field
and feminist educators in the academic circle, there has
grown a strong awareness that in most cases, gender
issues have not been taken seriously in this type of
project. Although the two factors, economic issues and
gender issues cannot be separated easily and economic
issues are more urgent, this does not necessarily mean
that gender issues can be put aside and ignored. In other
words, feminism should be embraced in radical change-
oriented nonformal education and gender issues should be
taken as seriously as economic issues (class issues and
nationality issues). Otherwise, radical change-oriented
nonformal education loses the commitment of the most
important agents of change, i.e. poor women and cannot be
a tool of social transformation in a true sense.
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Thus far, I have examined nonformal education based
on the available literature. However, it seems that the
information about nonformal education is somewhat limited
due to its short history and its nature. I have noticed
that much research has not yet been done to determine how
it has affected the real lives of poor women in the Third
World. Under these circumstances, in the next section, I
will gather more information about nonformal education
through interviews with people who were actually involved
in the projects and find out to what extent it can be a
tool of social transformation.
3.4 Nonformal Education (As Reviewed from Interviews)
In the first part of this section, I will present 6
nonformal education projects that have been carried out
in the Third World. In order to secure the diversity and
objectivity of the information, I chose six projects that
represent different types /contents
,
different funding
sources and different countries (although two of them
were carried out in the same country)
.
The information of the projects was acquired
through interviews that I had conducted with people who
had/have been involved in nonformal education projects
in the Third World countries as trainers or coordinators.
In terms of gender, four of the interviewees are women
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and two of them are men. In terms of nationality, four of
them are American, one is Dutch, and one is Indonesian.
In other words, five of them worked in foreign to their
own countries
. All of them are one way or another
affiliated with international donor agencies. However,
the natures of the international donor agencies vary.
Some are veiry conservative while others are relatively
progressive
.
The inte 2Tviews were conducted with the assistance
of the interview guide shown in Appendix 1. The interview
guide is developed to obtain information about the
projects on three categories. The first category is the
general background of the project: The goal of the
project, its funding source, its length, etc. The second
category is the process of the project: To what extent
participants are involved in the whole process of the
project including a decision making process and how
participatory and democratic the structure of the project
is. The third category is the contributions of the
project: To what extent unequal relations between
classes, genders and nations are tackled and what change-
-reform or radical—it really brings about.
In the second part of this section, I will analyze
the projects to determine how relevant information from
the literature is in real situations. Specifically, I
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find out to which category—reform oriented or
radical change oriented nonformal education—the projects
belong and investigate what problems and what strengths
the projects have.
3.4.1 Project Information
Production Credit for Rural Women in Nepal, 1981-19R7 .
General Background: The goal of the project was to
increase women's productivity along with their status
and, further, to increase national productivity. The
project was implemented by the Women in Development
section of the Development Ministry, a Nepalese
government organization. The project was based on the
research of an American Anthropologist about women's
status in Nepal . The main funding sources were the
Nepalese government, UNICEF (the largest funder), UNDP,
FAO, and USAID. The money from these international
development agencies was used to support services such as
training trainers or paying their salaries while the
money from the government was used as revolving funds
.
The money was loaned to rural peasant women. The
motivation to borrow the money was that they did not have
to show collateral because as a group they were all
responsible. The role of the interviewee whose position
was a foreign advisor was to teach them how to spend the
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n\on©y. In fact, most participants us©d th© mon©y to
purchas© liv©stock. Th© r©ason for this is that b©caus©
th©y did not hav© th© right to land, th©ir ©fforts to
incr©as© productivity in agriculture only helped to
increase men's property.
Although women participants in the project enjoyed
the attention that the government paid to them for the
first time, they did not have much faith in the
government, let alone in the bank. In fact, the money
from the loan did not make much profit. Consequently,
they could not pay back what they were supposed to pay
back. When some participants knew that they could not pay
back the loan, their basic attitude was "hell with the
bank." In fact, they did not pay back the loan to the
bank. Under these circumstances, the project could not go
on. Later, the government switched to more noncredit
projects such as literacy, building schools and so on.
Process: The way the project was run was top-down.
The government decided everything. Trainers (middle-level
government officials) and foreign advisors implemented
it. Participants followed it. Although the interviewee
tried to build up a more democratic relationship with the
participants at the individual level, the international
development organizations involved in the project did not
exercise much influence in changing this top-down
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approach. Thus, the influence of women participants in
the project was minimal. The only influence they could
exert was to decide not to do what they were asked to do.
Contributions : There were a few cases where women
successfully earned some profits by using the loan well.
Also, the project helped women to get together and to
work collectively. However, there was no evidence that
their status improved. Women ended up doing more work.
They had to raise livestock. Since men saw women as
property, men thought that by women getting involved in
the project, the value of their property increased.
However, their fundamental ideas about women had not been
changed.
Appropriate Technology Project in Senegal from 1979 to
1984
This five year project was funded by USAID. Its
immediate goal was to improve cook stoves. The project
started off around a woman (the potter) who had made nice
pots and sold them to other women. By providing the
potter with apprentices and money, USAID encouraged her
to build new cook stoves and to train other women to do
the same thing as the potter did. Thus, the project
intended to set up a sort of infrastructure where women
whom the potter would train could train more women and
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help women to make money by selling new cook stoves in
the long run.
Despite the fact that women had suffered
from poverty and oppression, women were not actively
involved in the project for several reasons. First, women
were afraid of intimidating the potter by becoming better
potters or by making more money. It was not culturally
acceptable to infringe upon her territory. Second, it was
not that economical
. New stoves burned more wood than
their old stoves and the materials, i.e. clay and water,
needed to make new stoves were not easily obtainable.
Third, the project did not focus on the learning process.
It only emphasized products. In this context, women never
became independent in repairing their stoves . Given these
reasons, the project failed to earn the participation of
women
.
Besides the lack of the participation of village
women, the more fundamental problem was the approach of
USAID toward the project. USAID identified problems in
its own terms rather than in village women's terms. It
tried to apply western principles of community
development to this village. Also, it did not take
cultural factors seriously. Thus, it took a top-down
approach. In other words, USAID analyzed problems from
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its perspective and came up with solutions without
consulting village women.
Contributions: The project enriched the potter and
few women around her. However
,
in a fundamental sense,
the project did not contribute to improving women's
conditions . The problems related to the unequal
relationship between men and women were never addressed.
Also, the dependent relationship of the project with
USAID was not taken seriously. As a result, the project
gradually died out and the money was redirected into the
urban sector to make steel stoves.
Rural Animation Program in Senegal. 1982-1984
General Background: The Rural Animation Program had
a long history. It started out as a program of the
socialist party. Originally, it was idealistic and
progressive. The purpose of the program was to train
village leaders, to identify the issues and concerns of
village people, and to call on the government to do what
they wanted. However, it did not work out that way. A
political division occurred. Those who started the
program were thrown into jail and the whites, Afro
Americans and Asian Americans were all brought into
Senegal to take over the program. The greater portion of
the money for the program was given by the U.S.
government
.
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The interviewee, a Peace Corp volunteer, lived in a
small village with 500 people in East Senegal. In the
village, there was neither much infrastructure nor money.
Little attention was paid to them by the government
. The
goal of the project, a part of Rural Animation Program in
this village, was to address problems—water, income,
empowerment—and to help village people gain skills to
work with the system. The interviewee's job was to
respond to the concerns of village people and to work
with women's organizations. After a lot of meetings were
held to identify needs and concerns, village people came
up with various ideas for projects. However, in 1983,
there was a serious drought and all efforts shifted to
digging and deepening wells in order to get water. As a
result, none of the ideas about projects were not put
into practice.
Working with women was not easy in the context that
their lives were much different from the interviewee's
and their chance to improve their living conditions was
very limited. Women in the village had never been to
school because they were needed to do labor. Even young
girls were given a bucket to carry water. On the other
hand, boys were not expected to do much work until they
became 10 to 12. The women grew to become farmers and
worked at the small plots of land that belonged to their
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husbands. In particular, sine© men were away making
money, women were the only money source in the household.
In other words, out of the small surplus, women were
expected to buy food and to pay school fees. The
interviewee, with a strong background in feminism focused
on empowering women and providing skills. What she found
out later on, however, was that although their lives were
different and difficult, these women already had some
power over their lives.
Process: At the individual level, the interviewee
took a participatory approach. A lot of meetings were
held and the process of identifying needs and concerns
was emphasized. However, the situation did not allow them
to legitimate the participatory approach and to realize
their needs. For example, when the drought hit the
village, all the projects planned in the meetings were
put aside and none of their needs were met.
Contributions : The interviewee learned a lot by
being involved in the project. For example, she came to
realize that it was crucial to understand and learn the
world from the perspective of village people (women)
.
However, the project did not contribute a lot to village
women. The project did not change the fundamental
relationship between men and women. Women were included
in meetings, but men did not like it. Also, although
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women were sitting in the committee, decisions were made
by men after the meeting. Also, though problems were
discussed in meetings, it was only at a superficial
level. The root cause of problems were never addressed.
Save the Children's Women ^s Program in Bangladesh, 1979-
Present
General Background: The program began based on the
complaints of women health workers who worked under the
health project geared toward women. The director of Save
the Children who was sympathetic to these women health
workers planned to design a women's program independent
of the health project. A woman director was hired for a
women's program and the wife of the director was also
involved to find out what women needed. Women health
workers (they were paid $16 a month) were the main force
behind the program.
In fact, each village had 2 to 3 workers (at least
one of them was literate) who went back to their villages
and requested women to form groups in order to talk about
their problems . One way to solve their problems was to
form saving groups. In other words, they decided to
acquire a certain amount of money and to turn it into
revolving loans . The money was loaned to women to buy
rice and to store it to sell in the dry season when the
price of rice went up three times . Despite some initial
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P^ot)lenis from men's sabotage, the women's program started
working and now it was a shining light.
Process: The success of the program was closely
connected to the fact that women had their own autonomy
throughout the program. In other words, the program
highly emphasized the process of empowerment and the
participants learned to take control of their lives.
Throughout, the participation of women was considered as
a key. The whole program was operated in a very
participatory way. In fact, in meetings, every single
woman talked. Also, the collective process was highly
emphasized. In other words, the group decided everything,
e.g., who will get a loan. Save the Children only played
a facilitating role because it was very much aware that
money could make participants dependent and eventually
make the program fail. In this context, it did not
provide any money for the loans . It only paid workers
'
wages . The money for the loans came out of the
participants' pocket.
Contributions: Most people in Bangladesh were poor.
60% of the whole population were landless and poor
peasants. In particular, women's conditions were very
oppressive. Women were only asked to be good mothers and
wives. They could not even go more than 150 feet to fetch
water. Also, women did not have economic power. They were
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not allowed to work outside or have their own business.
In these situations, the program provided women with the
opportunity to get out of the house and meet other women.
At the individual level, the program helped women
to take control over their lives and to realize that they
were not alone. However, the program did not go much
further than that. At the structural level, the program
did not bring about fundamental change between men and
women. 80% of the work was done behind the backs of men.
For example, women secretively set a handful of rice
aside in order to sell to acquire loan money. The only
reason men allowed women to participate in the project
was that they earned some financial benefit from their
women's involvement in the project.
Training for Motivators for Women and Income Generation
Program in Indonesia, 1987
General Background: The training was funded by
CUSO, a Canadian funding agency. The training was mainly
carried out by the Indonesian Society for Peasantran and
Community Development. Although this organization was not
religious, it decided to work with Peasantrans, a Muslim
organization, because Peasantrans were independent of the
control of the government and had roots in the community.
The Indonesian Society for Peasantran and Community
Development already had a woman development center in
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Sumatra Island. However, although there were many woman
peasantrans in South Sulawasi, there were no contacts and
networks among them. In this context, there was an
attempt to bring them together. The interviewee, the
director of training and community development of the
organization, met each peasantran of the island
separately and invited them to join a three day
conference. In the conference, the participants named the
problems, listed strategies, and agreed that they needed
someone to help them deal with problems. Consequently,
the participants decided to have a training program for
motivators
.
The training for motivators was carried out by
three trainers (two of them men and one a woman) . 34
motivators (two from 17 peasantrans) gathered. They were
poor, but educated. The training had 4 sections. The
first section was about the role of motivators: what was
the motivator? what was her position in the community?
The second section was about methodology: how to do needs
assessment, how to organize people, how to manage people,
how to evaluate programs . The third section was about an
income generation project: what was the content of the
project? how to generate small businesswomen? what were
techniques of business—marketing skills, marketing
research, and financial management. The fourth section
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was about the plan of action: what were the specifics of
organizations and the requirements of businesswomen?
The training as a whole took ten days. At the end
of the training, the participants set up a network among
themselves and decided to have one peasantran as a
coordinator. The motivators went back to their villages
and trained village women in the same way that they were
trained. After the training, they launched a two year
income generation program. The relationship of the
motivators with the Indonesian Society for Peasantran and
Community Development beceime an independent one. However,
the motivators agreed that they would have
. meetings with
the organization to identify problems of the income
generating program, to find out its strengths and
weaknesses, and to plan for the future.
Process: Three trainers were influenced by Paulo
Freire and had a strong belief in a participatory
approach. Accordingly, the whole training program was run
in a participatory way. Further, the trainers emphasized
the need to practice the participatory approach when
motivators trained village women.
Contributions: Since the training program focused
too much on making women active in getting money and
supporting their families, it failed to raise the issues
related to income generating projects in a larger
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context. Also, although the training program intended to
the motivators to mobilize and organize women, it
not address gender issues at all throughout the
program.
Education Popular en Salud in Chile (Popular Education
and Healths , 1982-Present
General Background: Education Popular en Salud
(EPES) was a program of the Evangelical Lutheran Church
in Chile funded by the Lutheran Church in the U.S., Oxfam
in England, and the Lutheran World Federation.
The main goal of the program was to improve the
health of shanty towns and squatters ' settlements through
the organization and participation of inhabitants
themselves. However, the program did not intend to create
mini-doctors or second-class health care. It was
different from many private clinics run by the Catholic
church or NGOs that had emerged for people who could not
go to public clinics for the fear of repression following
the military coup. While fundamental health care issues
in these clinics had not been dealt with, the program
stressed that health care was not a medical issue but a
political one. Thus, the program looked at health issues
in a broader context, not at the individual level but at
the community level
.
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Through the training program, the trainees (health
promoters) learned basic medical skills that could be
used in emergency cases. At the same time they also
learned to analyze what the social determinants of bad
health were.
At the beginning, the program was run by 4 people
in a collective manner. Then it was expanded: the second
center was set up in the south in 1983 and the number of
staff grew to 14 (not all full-time, however).
Training started with an interview. The interview
took place before training began for the purpose of
building confidence, overcoming barriers and identifying
what the people saw as major health problems in their
community and what they thought they could do about them.
The first session of training followed the
interview. First of all, the first session helped people
learn that health care was not something that only
doctors and nurses could provide. This session also
helped people realize that they had knowledge to
determine what health problems were and what solutions
were. Through the small group discussions, people talked
about housing, health care, family, shanty towns, and
nutrition, and began to identify health problems.
Throughout the session, people learned to think
systematically about what health problems were.
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In the second and third sessions, participants
prioritized problems identified in the first session
through the point system and deteirmined how common or
serious they were. In these sessions, trainees decided
what they would focus on for the rest of training.
After the third session, a training syllabus was
drawn up. Training was usually an eight month course.
Meetings were once a week for two or two and half hours.
Evaluations were conducted at the end of each session.
Even after training was over, trainers went to the
sessions of the now trained health team for the first six
months of the second year. In these sessions, they did
not train the health team anymore. Rather, the health
team led the sessions and trainers worked with the tecim
based on the concrete work plan of the health team. At
this stage, what trainers did was to help the team raise
money, design teaching materials and community
activities, and train the team on specific issues like
health laws, health rights, and organization and
leadership skills.
Process: The training was carried out in a very
democratic way. The trainers were against traditional
teaching methods. Chairs were arranged in a circle. The
objectives, agenda, and times were all posted so that all
were able to have a sense of what was going to happen.
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Group dynamics were emphasized. Small group discussions
composed of 4-5 people were the essential part of the
training. The trainers believed that the trainees knew
problems and solutions. Therefore, the trainers served
only as facilitators whose role was to open up a space
where people could take control.
The training combined theory and practice. After
people learned information, they did put it into
practice. For example, when they learned information
about nutrition, they also thought about what kind of
activities could be done for the community. In one case,
they came up with a recipe book.
Contributions: In general, women were trained as
health promoters because they were considered to have
more free time. These health promoters did not get paid.
They were all volunteers. However, they received some
benefits through their involvement. They could overcome
isolation by being with other women and by doing things
together. They increased self-esteem and restored self-
confidence through their commitment to improving health
in their community. Thus, women gained more control over
their lives.
The staff of the program was very conscious of
women's issues. Men's involvement in some activities was
encouraged so that men could see the value in what women
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doing. Gonerally, after a while, men recognized
their wives' skills and were often pleased because they
could save money by not going to a clinic for basic
health care.
However, since the struggle against dictatorship
was very intense, gender issues were not considered
primary among the people. In a broad struggle, women saw
their husbands as allies rather than enemies. Among those
in shanty towns or squatter's settlements, class
solidarity was very strong. These women were clearly
aware that their struggle was different from middle-class
women's. They also knew that despite the fact that their
husbands were sexist and macho, their husbands were the
ones living through poverty and hunger with them.
3.4.2 Project Analysis
I have divided the above six projects into three
groups. The first group is the Nepalese project and the
two Senegalese programs which are typical of reform-
oriented nonformal education. The second group is the
Indonesian project and the Bangladesh project which fall
in between reform-oriented and radical change-oriented
nonformal education. The third group is the Chilean
project which is typical of radical change-oriented
nonformal education. In this section, I will analyze each
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group to determine problems and strengths. Further, I
will assess to what extent these projects can be a tool
of social transfoinnation.
Nepalese Project and Two Senegalese Projects
The problems commonly found in other reform-
oriented nonformal education projects can be found in
these three projects. They are as follows. First, these
three projects were funded by one of the large
international development agencies (UNICEF and USAID) . In
fact, the projects were very much controlled by their
funding agencies. The international development agencies
brought the ideas of the project along with them without
considering local considerations or without assessing the
real needs of local people. In addition, they brought
their own people and had them take charge of the
projects, in particular, the money. Thus, through these
projects, these international development agencies
perpetuated the dependent relationship between the Third
World countries and western countries
.
Second, none of the projects contributed to
improving women's conditions and bringing about
fundamental change in the relationship between men and
women. Women learned some skills, e.g. making new cook
stoves, but they were not profitable. Although they were
lucky enough to make some money, their status did not
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improve automatically. None of the projects challenged
the traditional sex roles between men and women. Women
were expected to do all the domestic work including child
^©s^ring and also some field work outside of the home.
Thus, as a result, the projects added one more task to
their workload.
Third, though the projects targeted poor women and
intended to improve their conditions, without much
support to lessen their domestic work it was questionable
whether the projects reached the poorest of the poor.
Fourth, all of the projects took a top-down approach. At
the individual level, there was some effort to try a more
participatory approach and build a more democratic
structure. However, their efforts did not change the
bureaucratic, hierarchical structures of the governments
and the international development agencies. As a
consequence, overall, the participation of the target
women was very minimal. In particular, none of the
projects included the participants in the decision making
process. Thus, women were treated simply as beneficiaries
of the projects.
Fifth, the projects focused on individual change by
providing skills or helping individuals get involved in
income generating activities. However, none showed that
individual change was ineffective unless structural
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chang© accoitipanied it. Further, none of them emphasized
the importance of structural changes. Thus, these
projects basically sought reforms within the existing
system. Sixth, none of the projects defined the need for
education as part of the process of raising critical
consciousness or the empowering process. Although women
were involved in the projects, they were not able to
critically analyze their situations and to understand how
their oppression and exploitation were related to the
existing oppressive structure. Further, they did not
realize the importance of women participating in the
process of bringing about social transformation.
Seventh, these projects were based on the
assumption that western ideas were better and more
advanced than traditional ideas, and western personnel
were smarter and more professional than local experts.
Accordingly, traditional ideas which often made more
sense were looked down upon. Local experts who were in a
better position of knowing people's needs were left out
of the projects. These projects failed to understand how
crucial it is to learn the world from the perspective of
village women. Eighth, the projects were temporary and
fragmentary. They lasted while funding lasted regardless
of whether the target people wanted them to or not. None
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th©m piTGSGntGci any othGir plans aftGr th© proj©cts wgit©
ov©r
.
Thus far, I hav© ©xainin©d thr©© proj©cts that I
b©li©v© b©long to th© cat©gory of r©form-ori©nt©d
nonformal ©ducation. Of cours©, th©r© w©r© som© str©ngths
to th©s© projGcts as w©ll. For ©xampl©, woin©n r©c©iv©d
spGcial attontion from gov©rnm©nts and int©rnational
d©v©lopm©nt ag©nci©s for th© first tim©. Wom©n also had
th© opportunity to g©t tog©th©r and work tog©th©r with
oth©r wom©n. Wom©n mad© som© mon©y, how©v©r small, by
bGcoming involvGd in th© proj©cts. Th©y had th©
opportunity to ©xpos© th©ms©lv©s to diff©r©nt id©as and
to m©Gt wGstGrn wom©n who liv©d diff©r©ntly from th©m.
How©v©r, dGspit© th©s© str©ngths, th©s© proj©cts
did not contribut© to changing anything fundam©ntal in
th©ir livGS. Wom©n w©r© still poor, marginalizod, and
oppr©ss©d. Furth©r, th© proj©cts could actually bring
mor© frustration and pow©rl©ssn©ss to wom©n by r©assuring
th©m that th©ir fat© would not b© chang©d no matt©r what.
IndonGsian Proioct and Banalad©sh Proi©ct
In th©s© two projGcts, I hav© found som© ©l©m©nts
of r©form-ori©nt©d nonformal ©ducation and at th© sam©
tim©, som© ©l©m©nts of radical chang©-ori©nt©d nonformal
©ducation. For this reason, I categorize them as projects
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which fall in between. Different features can be found in
these two projects from the first group of projects.
First, although they relied upon foreign funding
sources
,
their relationship with them was not as
dependent as the first group. For example. Save the
Children in Bangladesh which funded the Bangladesh
project simply played a facilitating role. In the
Indonesian project, the trainers were all Indonesians who
were aware of the importance of having autonomy from
their funding agency.
Second, both of the projects emphasized highly the
importance of the participation of the target audience.
In the Bangladesh project, women as a group decided
everything related to the project. At the same time,
throughout training in the Indonesian project, trainers
practiced a participatory methodology and made sure that
the trainees (motivators) used it when they went back.
Third, both of the projects tried to build a
bottom-up structure inside of the project. Communication
took place among participants, and between participants
and trainers or health workers. As a consequence, the
projects tended to reflect the needs of the participants
much better than in the first group of projects. Fourth,
in the Bangladesh project, it is clear that women gained
some financial benefit. All the participants wanted to
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keep the project going. Thus, the project began to have
solid roots in the village. In the case of the Indonesian
project it is difficult to know what has happened because
the interviewee left Indonesia to study in the U.S.
Fifth, both of the projects provided the
participants with the opportunity to empower themselves
while learning some skills or becoming involved in income
generating activities. The participants learned to have
control over their lives and to become more active in
their lives
.
It is clear that these two projects have greater
potential to be a tool of social transformation in many
ways. However, they still have crucial drawbacks to
consider. First, although they emphasized the empowering
process, this was somewhat limited to the individual
level. No linkage was made with structural change. For
example, in the case of the Indonesian project, despite
all efforts to make the project more participatory and
more responsive to the needs of participants, it failed
to depart from the modernization theory framework by
choosing income generating activities as the direction of
the project. In other words, the project failed to
realize how income generating activities were used to
maintain and perpetuate the existing oppressive system.
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The Bangladesh project was a little bit better than
the Indonesian project in the sense that it did not
contribute directly to concealing the oppressive nature
of capitalism. However, it also failed to show how
closely women's oppression was connected to the existing
structure and how important their participation was for
bringing about change in the existing structure.
The second drawback is that both of the projects
did not take women's issues seriously at all. Although
the Indonesian project was initiated to mobilize and
organize woman peasantrans, throughout training gender
issues were never raised. There was no serious discussion
of how women have been exploited and how women could
achieve their liberation. The Bangladesh project provided
women with the opportunity to meet other women and to
work together and, consequently, to have more control
over their lives. However, it did not succeed in bringing
about more fundamental change in the relationship between
women and men. Most of their work had still been
secretively done behind the backs of men.
Chilean Project
This is a good example of a radical change-oriented
nonformal education project in many ways. First, although
the program received funding from the church, its
relationship with the church was independent and
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autonomous. Second, it tried to see problems at the
structural level. Health care was not considered just a
medical issue but a political one. The project tackled
immediate problems; at the same time, it attacked
structural problems because they were considered the root
cause of immediate problems. Third, the project stressed
that solutions cannot be sought at the individual level.
Rather, solutions should be sought at the community
level
.
Fourth, the project was against traditional
teaching methods. The participation of health promoters
was highly emphasized. All decisions were up to them.
Fifth, the internal structure of the program was very
democratic. The relationship between trainers and
trainees was very horizontal. Trainers were just
facilitators. Trainees were considered the subjects of
their training. Sixth, the entire training was an
empowering process for trainees. Trainees began to
critically analyze problems and found solutions. Further,
they actually participated in putting solutions into
practice
.
Seventh, the training was a process of validating
their knowledge and experience. The project was based on
the assumption that people already had knowledge of their
health care. However, since they did not know that they
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had knowledge, the training helped them to realize that
their knowledge was as valuable as that of doctors and
nurses and, further, to validate their knowledge by using
it in the process of solving problems in concrete
situations. Eighth, the program was not temporary and
fragmentary. It had continuity and consistency. As a
consequence, the program has grown.
Despite all its strengths, the program had one
weakness that should be considered seriously. Although
the staff was aware of gender issues, it was hard to say
that gender issues were taken seriously throughout
training. There was no doubt that female trainees
increased their self-esteem and restored their self-
confidence as human beings. However, it was questionable
whether they increased their self-image as women. The
reason women participants did not develop feminist
consciousness could be partially attributed to their
repressive political situation. However, at the same
time, the lack of feminist consciousness among the
participants could be partially attributed to training
program itself. It seems that gender issues were not
sufficiently addressed throughout training and a feminist
perspective was not adequately incorporated into the
training program.
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3*5 Nonformal Education as a Tool of Social
Transformation ?
Thus far, I have reviewed the literature on
^^®rlua1 education and examined six nonformal education
projects that have been carried out in a Third World
context
.
Many educational projects have been carried out
under the name of nonformal education in the Third World.
I have categorized them broadly into two types of
nonformal education—reform-oriented and radical change-
oriented.
Reform-oriented nonformal education has contributed
somewhat to increasing educational opportunities.
However, its opportunities are tightly limited to middle
class women. It is supposed to provide women with
opportunities to learn modern skills, knowledge and
behavior, and as a result, to make women more productive
and competitive. However, in reality, what women learn is
very different from what they are supposed to learn.
Skills that they learn are low-paid, easily replaceable,
and strictly related to the reproductive area. Knowledge
that poor women acquire reinforces their inferiority to
and increases their dependency on Third World elites,
foreign professionals, and men. Behavior that these women
adopt promotes selfishness and individualism.
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Further, the whole purpose of reform-oriented
nonformal education is to smoothly integrate women into
the modern socio-economic structure. However, women are
'smoothly' integrated into the bottom of the existing
structure. In other words, women become more vulnerable
and exploitable. Thus, reform-oriented nonformal
education cannot improve women's condition, particularly
that of poor women. Rather, it contributes to worsening
their conditions by maintaining and strengthening the
existing system. In this context, it is hard to see the
feasibility of reform-oriented nonformal education to be
a tool of social transformation.
On the other hand, radical change-oriented
nonformal education has also increased educational
opportunities for poor women. It emphasizes the
importance of the process of raising critical
consciousness. As a result, women can see how their
oppression is connected to the existing socio-economic
and political system. Women may realize that the only way
to improve their condition is to change the existing
oppressive system into a more democratic and equal one.
Further, they know that their participation in the
process of bringing about change in the existing system
as change agents is a key to their liberation. They learn
critical knowledge and productive skills more geared
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toward the prosperity of the community rather than the
well-being of one individual. Thus, radical change-
oriented nonformal education has great potential to be a
tool of social transformation.
However, due to the educational framework that
radical change-oriented nonformal education is based on,
there is a tendency for radical change-oriented nonformal
education not to take gender issues seriously. In fact,
in the framework, the unequal economic relationships
between classes and nations are more emphasized because
they appear to be obvious and visible while the unequal
gender relationship is ignored because it appears to be
personal and cultural. In this context, I see a need to
expand and modify the framework so that gender issues are
dealt with more seriously.
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CHAPTER 4
CONCEPTUALIZING CRITICAL FEMINIST PEDAGOGY AS A TOOL OF
SOCIAL TRANSFORMATION FOR POOR THIRD WORLD WOMEN
4 . 1 Introduction
In the previous chapters, I have claimed that
social transformation is the basis for poor Third World
women's liberation and that the role of education in the
process of social transformation is crucial because
social transformation itself involves a long, gradual and
difficult pedagogical process. In other words, education
can play the role of legitimizing and promoting social
transformation by educating poor Third World women as
major change agents.
However, formal education, generally regarded as
the most important form of education, cannot play that
role for two reasons. First, for socio-economic and
cultural reasons. Third World women have very limited
access to formal education. Most poor Third World women
cannot go much beyond the elementary level of schooling.
Second, by nature, formal education is conservative. As
briefly discussed in the previous chapter, the main role
of formal education is to maintain the existing system
and to protect the interests of the dominant class,
gender, nation, and/or race.
Many nonformal education programs have been carried
out for poor Third World women because the programs can
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provide poor Third World women with low cost education
for a relatively short period of time. However, in
nature, they basically se 2rve the same function as formal
education. In other words, they educate poor women to be
integrated into the existing socio-economic and political
system in which poor women are more easily and
effectively exploited.
Nevertheless, there exist other radical nonformal
education programs as exemplified in the Chilean health
program in Chapter 3. In many ways, this type of
nonfoimial education program has more potential to be a
tool of social transformation than formal education and
other nonformal education programs. However, there is one
critical weakness commonly found in this type of
nonformal education program. Although the programs
consider poor women as one of the most important
oppressed groups to be educated, they hardly address the
fact that the lives of these women are also conditioned
by their gender.
These programs clearly understand that these poor
women are oppressed and exploited in the public
(productive) sphere as cheap labor workers, peasants, and
informal workers. Accordingly, they focus on raising
critical consciousness of these women on how they are
exploited and oppressed in the dominant capitalist system
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and on how they can improve their conditions. However,
these programs fail to address that, in most cases, these
women are solely responsible for the private
(reproductive) sphere as mothers and wives and, as a
result, are doubly exploited and oppressed. Also, these
programs do not see that women are paid less and work
longer than men even in the public sphere. As a
consequence, these programs cannot help women understand
how their exploitation and oppression are different from
men's and how their way of improving conditions should be
different from men's.
In my opinion, the reason these progrcims do not
take gender issues into consideration is directly related
to the theoretical frcimework, critical pedagogy, that
these programs are based on. In fact, critical pedagogy
focuses mainly on class issues and nationality issues
while considering gender issues as secondary. Thus,
although critical pedagogy contains many key elements
that can be used to help poor Third World women to be
aware of their complex situations conditioned by their
class position and nationality, it alone is not enough to
educate poor women in the Third World because it lacks a
feminist perspective.
In these situations, I turn to feminist pedagogy
that focuses primarily on gender issues in an educational
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setting. Although feminist pedagogy is problematic itself
as an ideal theoretical framework for poor Third World
women's education, it can provide feminist insights into
some educational concerns related to women.
In this chapter, I will attempt to conceptualize
critical feminist pedagogy as an educational framework
which overcomes the weaknesses of critical pedagogy by
integrating feminist insights developed by feminist
pedagogy into critical pedagogy. In a broad sense,
critical feminist pedagogy can be understood as an
extension of critical pedagogy. However, I prefer to give
it a new name, critical feminist pedagogy to show that in
this educational framework, gender issues are taken as
seriously as class issues and nationality issues. In
other words, critical feminist pedagogy will address
class issues, nationality issues as well as gender issues
in an equally important manner so that poor Third World
women are able to comprehend the complexity and subtlety
of their oppressive and exploitative situations
conditioned by their class, nationality and gender.
In the first part of this chapter, I will look into
critical pedagogy in depth. First of all, I will
investigate its theoretical evolution by examining the
contributions of major critical education theorists to
the development of critical pedagogy. Also, I will look
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into its weaknesses as an appropriate educational theory
for poor women in the Third World. In the second part of
this chapter
,
I will investigate feminist pedagogy in
detail in order to see to what extent it can contribute
to educating poor Third World women. I will explore how
feminist pedagogy has emerged, and then list the main
characteristics of feminist pedagogy. I will also
investigate its weaknesses as a proper educational theory
for poor women in the Third World. In the third part of
this chapter, I will attempt to conceptualize critical
feminist pedagogy and illustrate its main elements.
4 . 2 Critical Pedagogy
4.2.1 Theoretical Evolution of Critical Pedagogy
Critical pedagogy can be defined as a radical
educational theory which provides many radical
educational programs with a theoretical framework
enabling students to learn how to unveil problems
intrinsic in the existing system and to participate in
the process of bringing about change as change agents.
Critical pedagogy has evolved through the efforts of many
radical educators . These radical educators are mainly
concerned with the conservative role of education in
perpetuating the dominant system and in representing the
interest of the dominant class. They claim that the role
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of education should be changed to challenge the present
dominant system and the present dominant class. In other
words, education should contribute to transforming the
oppressive and exploitative existing system and
emancipating the oppressed. In fact, they commit
themselves to developing a new discourse of education,
i.e. critical pedagogy.
In a sense, it was Marx who took an initiative in
developing critical pedagogy. Although Marx stresses that
the relationship between the superstructure and the base
should be understood dialectically, he also argued that
the base (the economic system) eventually determined the
forms of superstructural institutions such as education,
family, politics, culture, law, philosophy, etc. (Marx,
1978, pp. 4-5). Along with this line, he questioned a
prevailing view that education, a typical superstructural
institution, was neutral and independent of the political
and economic system (Marx, 1978, pp.4-5). Rather, he
claimed that education under the capitalist system served
to maintain the capitalist system as it is and to protect
the interest of the bourgeoisie.
Further, Marx tried to change the direction of
education towards that of a tool of bringing about a
socialist revolution. In particular, Marx showed interest
in raising class consciousness of the proletariat through
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education. Marx argued that the proletariat who held the
future in its hands should lead the revolution aiming at
overthrowing the capitalist system, abolishing private
property of the bourgeoisie, taking away the power of the
bourgeoisie, and eventually building a socialist society
(Marx, 1978, p. 484). However, although the proletariat
had the potential to be revolutionary because of its
social position in society, he said that it was hard to
expect the proletariat to be naturally revolutionary and
to be involved in revolution. In these situations,
education was able to help the proletariat learn the
nature of capitalist society and understand how its
surplus value was appropriated to impoverish itself while
enriching the bourgeoisie. Thus, Marx paved the way for a
new discourse on education by providing education with a
different role, which was to raise the class
consciousness of the proletariat.
Although Marx laid the foundation of critical
pedagogy, he did not go into developing its concrete
details. Also, his assumption that the superstructure was
determined by the base unintentionally misled many people
into believing that education did not have any autonomy
to influence the economic system.
Marx's weaknesses was somewhat overcome by Gramsci.
Gramsci as a Marxist was concerned with the role of
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education in supporting the capitalist system. However,
he disagreed with an economic determinism that said the
superstructure was entirely determined by the base. He
argued that the relationship between the base and the
superstructure was dynamic and complex. Thus, the
superstructure played a much more important role in the
revolutionary process than what economic determinists
thought. In particular, his argument was based on his
experience with Western European countries where even
though economic conditions were already "ripe" for
revolution a long time ago, all attempts at revolution
failed.
Gramsci was specifically interested in the role of
nonformal education in ideological struggle which was
regarded just as important as class struggle in
overthrowing the capitalist system. Gramsci argued that
education had been used to build and maintain hegemony
which was "an entire system of values, beliefs, morality,
etc., that is, in one way or another supportive of the
established order and the dominant class interests"
(Boggs, 1976, p.39). In other words, the ruling ideas of
a certain society, i.e. hegemony, became so-called
"common sense" to the mass who accepted it as their own
without critical views of their exploitative and
miserable lives. Thus, the ruling class controlled the
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mass easily through hegemony without relying solely on
coercive methods. Consequently, at the moment when the
capitalist system was on the verge of breakdown, the mass
could not rise up against capitalists.
Gramsci, clearly understanding how education is
used to maintain the capitalist system, attempted to
change the direction of education so that it could
contribute to overthrowing the capitalist system. In
particular, Gramsci saw a major role for education in
building a counter-hegemony. In other words, Gramsci
claimed that education should be redirected to penetrate
the false world of established appearances rooted in the
dominant belief systems and to create an entirely new
universe of ideas and values that would provide the basis
for human liberation (Boggs, 1976, p. 42).
Gramsci argued that in the process of building a
counter-hegemony, the proletariat should be the subject.
Therefore, he showed interest in the education of the
proletariat. Along with the education of the proletariat,
he was also interested in educating the organic
intellectuals of the proletariat. His term "organic
intellectuals" was original and unique. He said that
unlike traditional intellectuals who "put themselves
forward as autonomous and independent of the dominant
social group (Gramsci, 1983, p.7)," the organic
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intellectuals were closely related to the interest of a
new rising class. Specifically, Gramsci defined "organic"
intellectuals as follows:
the "organic" intellectuals which every new class
creates alongside itself and elaborates in the
course of its development, are for the most part
"specializations" of partial aspects of the
primitive activity of the new social type which the
new class has brought into prominence (Gramsci,
1983, p.6).
Accordingly, the role of organic intellectuals of
the proletariat was to represent and preserve the
interest of the proletariat. Also, they assisted the
proletariat to successfully lead ideological struggles
and, further, the class struggles.
In fact, knowing that his ideas of education could
not be realized through formal educational institutions
(Entwistle, 1979, p. Ill), he set up a nonformal
education program, i.e. factory councils. The main
purpose of factory councils was to educate the working
class and produce organic intellectuals of the
proletariat in an industrial setting. In the councils,
first of all, workers learned technical education so that
they were ready to "take control of the economy and
realize their freedom to create history" (Boggs, 1982,
p.92). Also, workers actively participated in political
activities such as meetings, discussion, assemblies,
educational and cultural circles. The councils were
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against the hierarchial and bureaucratic structure of the
trade unions and parties. As a consequence, workers were
expected to participate democratically in the whole
process of production as important decision makers.
At the same time, they learned how to discipline
themselves to be qualified as the leading force of the
revolution. Further, the councils tried to teach the
workers the importance of praxis, the unity of theory and
practice. In other words, they learned that they could
not raise critical consciousness unless they were
involved in real activities. Thus, the experience of the
councils made the workers fully equipped theoretically
and practically to challenge the bourgeoisie hegemony and
capitalist economic structure, and further to develop a
counter hegemony along with a 'new' economic structure.
The councils also helped some of the proletariat
become organic intellectuals. Gramsci said that anyone
had a potential to be an intellectual. In particular, the
organic intellectuals of the proletariat were the ones
who could develop their potential to the maximum among
the proletariat itself. Consequently, the organic
intellectuals of the working class could take the
position of leading their own class people technically
and politically. However, the relationship between the
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organic intellectuals and the working class was not top-
down but dialectical and democratic
.
Although Gramsci was not very successful with the
factory councils in reality, through the experience with
the factory councils he has contributed a great deal to
developing some concrete details needed to educate the
mass to be the leading force for not only class struggles
but also for ideological struggles.
Thus, Gramsci overcame Marx's weaknesses in
developing a new discourse of education, critical
pedagogy, by providing some autonomy to education and
developing some concrete details for it. Nevertheless,
Gramsci 's analysis was somewhat simple for comprehending
the subtle and complex role that education played in
contemporary capitalist society.
Bowles and Gintis analyze how education contributes
to maintaining the capitalist system in contemporary
society. They argue that the main role of schools in
capitalist society is to reproduce a stratified work
force that accepts its class position and learns
appropriate work discipline (Weiler, 1988, p. 8). In
particular, by using the notion of the hidden curriculum,
Bowles and Gintis show how students internalize
capitalist values, mentality and behavior, and as a
result, how easily they are smoothly integrated into the
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hierarchically structured capitalist system. Bowles and
Gintis specify the function of schools as follows:
First, schooling produces many of the technical and
cognitive skills required for adequate job
performance. Second, the educational system helps
legitimate economic inequality. The objective and
meritocratic orientation of education reduces
discontent over both the hierarchical division of
labor and the process through which individuals
attain position in it. Third, the school produces,
rewards, and labels personal characteristics
relevant to the staffing of positions in the
hierarchy. Fourth, the educational system, through
the pattern of status distinctions it fosters,
reinforces the stratified consciousness on which the
fragmentation of subordinate economic classes is
based (Bowles and Gintis, 1975, p. 129-130).
Although Bowles and Gintis contribute to an in-
depth analysis of how subtly education serves to
reproduce the capitalist system in contemporary society,
they do not show how education can work as a tool for
challenging and changing the repressive dominant system
in this complex society.
Giroux shows how education (schools) can be sites
for challenging and changing the existing capitalist
system by pointing to the drawbacks of Bowles and Gintis
.
First of all, Giroux argues that as Bowles and Gintis are
almost exclusively concerned with class domination, they
cannot see any other potential for schools except as
sites of class domination. Second, Giroux argues that by
ignoring the role of human subjects in education, they
"fail to provide any major insights into how teachers.
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students, and other human agents come together within
specific historical and social contexts in order to both
make and reproduce the conditions of their existence"
(Giroux, 1983, p.259).
Given these criticisms, Giroux attempts to see the
possibility of schools as sites where the dominant
consciousness and structure are challenged through the
resistance and struggle of working class students. In
other words, he claims that schools can be sites where
"both individuals and classes assert their own experience
and contest or resist the ideological and material forces
imposed upon them in a variety of settings (Weiler, p.
11 )."
Specifically, Giroux emphasizes the role of
ideology and human subjects in making schools sites for
challenging and changing the dominant system. Giroux
refers to ideology as the production, consumption, and
representation of ideas and behavior, all of which can
either distort or illuminate the nature of reality
(Giroux, 1983, p. 143). In particular, when linked to the
notion of struggle and critique, ideology can critically
analyze the subjective and objective forces of domination
and reveal the transformative potential of alternative
modes of discourse and social relations rooted in
emancipatory interests. In other words, ideology can
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function to resist the dominant consciousness and
structure, and further to empower specific groups to
engage in social transformation. However, actually, it is
human subjects—teachers and students—who can realize
the transformative potential of ideology. For this
reason, Giroux shows a special interest in students' or
teachers' oppositional behavior, resistance, and
struggles
.
Thus, Giroux contributes to the development of
critical pedagogy by making it more sophisticated in
several ways. First of all, he places importance on the
role of human subjects-students and teachers—in
challenging and changing the conservative nature of
schools. Second, he sees the transformative potential in
ideology. He refuses to simply define ideology as a form
of domination. He argues that the notion of ideology
should be extended to include analyses of how to empower
specific groups to engage in social change. Third, he
refines many concepts such as resistance, organic
intellectuals, human agency and ideology that other
previous radical educators like Marx and Gramsci have
developed, and uses them more appropriately in a
contemporary context
.
Despite his contribution, Giroux also creates some
confusion. First, he argues that it is important to
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distinguish between schooling and education. He says that
although schooling has room for forms of critical
pedagogy, it has limitations because it should take place
within constraining ideology and material conditions
. On
the other hand, education that takes place primarily
outside of established institutions and spheres can play
a more progressive role than schooling (Giroux, 1984,
P*131) . He, nonetheless, focuses mainly on schooling as a
site of resistance and struggle, and eventually as a site
for building a counter-hegemony. At the same time, he
rarely pays attention to other forms of education besides
schooling. He, also, claims that other forms of
domination besides class domination should be seriously
considered and challenged in schools. However he does not
make many efforts to explore them in depth.
Thus far, I have examined Marx, Gramsci, Bowles &
Gintis, and Giroux. I have found that they have
contributed a great deal to the evolution of critical
pedagogy by complementing each other's drawbacks.
Nevertheless, it appears that they basically limit their
analysis to class relations. They fail to expand their
scope to cover other issues like nation relations or
gender relations
.
Martin Carnoy, influenced by dependency theory,
tries to show how education also contributes to
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maintaining dependent relationships between nations . In
sum, he attempts to bring nationality issues into
critical pedagogy. He argues that the main role of
schooling is not only to allocate students ' various roles
in capitalist economic and social structure but also to
incorporate Third World people into the dependent social
and economic structure in which they can be more
effectively exploited by advanced capitalist countries.
He asserts that "far from acting as a liberator, western
formal education in the Third World, which are usually
copies of metropole country school system, comes to most
countries as part of imperialist domination" (Carnoy,
1974, p. 3). Thus, schooling in the Third World
contributes to maintaining and reinforcing the dependent
and unequal relationship between metropole countries and
peripheral countries, and serves the interests of
metropole countries
.
Schooling primarily controlled by the interests of
metropole countries only functions to produce a few
elites in the Third World, who can work as intermediaries
to protect the interests of the metropole countries at
the expense of the majority of people in the Third World.
Consequently, a large number of people become dropouts
and illiterates.
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Although Carnoy do©s not show how education should
be changed in order to challenge and transform the
dependent capitalist system, he contributes to making
critical pedagogy more suitable for analyzing the role of
education in a Third World context by the incorporation
of nationality issues.
It is Paulo Freire who concretely presents what
education can bring about change in a dependent
capitalist system. In fact, Freire clearly understands
the importance of addressing nationality issues as well
as class issues in the course of developing critical
pedagogy because he himself is from a Third World
country, Brazil. Further, he tries to develop a "pedagogy
of the oppressed" which can lead the oppressed to
challenge and transform the dependent capitalist system.
In fact, in his book. The Pedagogy of the Oppressed , he
concretely describes the details of what such a pedagogy
should be like, based on his own experience with the
oppressed in Brazil.
Specifically, Freire says that the whole liberation
process is the pedagogical process of restoring the
humanity of the oppressed and the oppressor. The process
involves two distinct stages: in the first stage, the
oppressed unveil the world of oppression and through
praxis commit themselves to its transformation. In the
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second stage, the pedagogy ceases to belong to the
oppressed and becomes a pedagogy of all men (people) in
the process of permanent liberation. In this process the
subject should be the oppressed and not the oppressor
because only the liberation of the oppressed can lead to
the liberation of both.
Freire emphasizes the importance of the critical
consciousness, which is necessary for the oppressed to be
the subject of their pedagogical process. That is,
critical consciousness allows the oppressed to see
reality critically and further to get involved in
changing reality. In this context, the most essential
part of his pedagogy of the oppressed is to raise the
critical consciousness of the oppressed.
According to Freire, the critical consciousness is
not formed in narrative education or banking education
where "the teacher is a narrating subject and the
students are patient, listening objects" (Freire, 1981,
p. 57). In narrative or banking education, the oppressed
cannot develop critical consciousness because narrative
or banking education prevents the oppressed from having
creative power and adapts them to an oppressive reality.
In this context, borrowing many critical concepts
from preceding educators, philosophers, theologians,
etc., Freire develops a new approach to education, i.e.
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problem-posing education, as an alternative to banking
education. Problem-posing education is fundamentally
different from narrative or banking education. Problem-
posing education emphasizes the horizontal and
nonhierarchical relationship between the teacher and the
student and "bases itself on creativity and stimulates
true reflection and action upon reality" so that "men
develop their power to perceive critically the way they
exist in the world with which and in which they find
themselves" (Freire, 1980, p.71).
Also, problem-posing education considers dialogue
as a most crucial element. However, here dialogue means
more than talking. It requires as well action based on
reflection. That is, dialogue is "the encounter in which
the united reflection and action of the dialoguers are
addressed to the world which is to be transfoimied and
humanized" (Freire, 1980, p.77). In actuality, he
attempted to put his ideas into practice in a concrete
context. However, as he did not see much hope in formal
education, he was rather involved in forming cultural
circles or developing adult literacy programs outside of
the formal education setting.
Freire contributes a great deal to the development
of critical pedagogy by concretely presenting problem-
posing education as the pedagogy of the oppressed. He is
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also clearly aware that the conditions of Brazilian
peasants are affected not only by their class but by
their nationality. Consequently, he intends to bring
about change in the dependent relationship between Brazil
and advanced capitalist countries as well as in the
unequal relationship between peasants and elites in
Brazil. Thus, Freire complements the weaknesses of many
radical educators and concretizes critical pedagogy.
Thus far, I have examined how critical pedagogy has
evolved as a tool of challenging and transforming the
existing dominant system by looking into some radical
educators who have contributed a great deal to the
development of critical pedagogy. It appears that at the
earlier stage of the development of critical pedagogy,
most radical educators are concerned with how education
contributes to maintaining the capitalist system and
protecting the interest of the bourgeoisie. Accordingly,
they see the main role of critical pedagogy in educating
the proletariat (working class) to be involved in the
process of transforming the capitalist system that
maintains the unequal relationship between the
bourgeoisie and the proletariat (working class). Thus,
critical pedagogy at the earlier stage more or less
limits itself to class issues.
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Later on, however, more educators begin to realize
that the role of education in contemporary capitalist
systems is much more complex. That is, education
contributes not only to maintaining the unequal
relationship between the proletariat and the bourgeoisie
but also to perpetuating the dependent relationship
between the First World and the Third World.
In these situations, radical educators attempt to
incorporate nationality issues into critical pedagogy. As
a consequence, critical pedagogy is able to reveal the
dependent relationship between the Third World and the
First World and contribute to bringing about change in
that relationship, too. Thus, critical pedagogy has
evolved to help the oppressed in the Third World,
including poor Third World women, understand more
comprehensively the complexity and subtlety of their
oppressive and exploitative situations by addressing
class issues and nationality issues.
4.2.2 Main Weaknesses of Critical Pedagogy
Nevertheless, critical pedagogy to date has
decisive weaknesses marring it as an appropriate
educational framework for poor Third World women: it has
not yet taken gender issues as seriously as class issues
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and nationality issuos. As a r©sult, it cannot properly
deal with problems that poor women face as women.
In fact, most radical educators involved in the
development of critical pedagogy are gender blind. They
do not understand that gender oppression is one of the
most important fo 2nns of oppression contributing to the
maintenance of the existing dominant system. Of course,
there are a few radical educators, for example, Giroux,
who see the need to pay more attention to gender issues.
However, they fail to explore gender issues in depth and
to incorporate them further into critical pedagogy. Thus,
critical pedagogy cannot seriously question the male
domination deeply embedded into the educational system
and society. Further, it cannot provide sufficient
explanation of how gender issues are related to other
forms of oppression like class issues and nationality
issues, how differently they can be tackled, and what
role women should play in the course of eliminating all
forms of oppression, particularly gender oppression.
In particular, as critical pedagogy focuses mainly
on the productive area, it tends to ignore "not only the
reproductive sphere, and the importance of birth as a
human experience, but also the realm of the subjective
and the personal in constructing a socialist vision"
(Maher, 1987, p.97). In other words, critical pedagogy
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cannot explain what effects women's sole responsibility
for the reproductive sphere has on their lives, how their
experience as mothers affects their lives differently,
how women's traits such as intimacy, caring, and
connectedness are formed, and how valuable women's
experiences, emotions and feelings are as the source of
building the vision for a new society.
Under these circumstances, in my opinion, critical
pedagogy provides a somewhat incomplete theoretical
framework for poor Third World women's education because
it cannot address gender issues properly in theory.
Accordingly, in order to make critical pedagogy more
complete for poor Third World women's education, I think
that most of all feminist insights should be integrated
into critical pedagogy. For this purpose, I turn to
feminist pedagogy which focuses primarily on gender
issues. Although feminist pedagogy has some problems with
overemphasis of gender issues, it provides feminist
insights for women's education. In the following
section, I will look into feminist pedagogy in detail,
specifically, its emergence and major characteristics.
Also, I will examine to what extent it can contribute to
the education of poor Third World women.
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4 . 3 Feminist Pedagogy
4.3.1 Emergence of Feminist Pedagogy
Feminist pedagogy starts as an effort to
incorporate some of the central features of the women's
movement into the work of teaching (Fisher, 1981, p.20).
In the United States and Europe where women's movements
are relatively stronger, there have been efforts to
connect women's movements to education and to set up
women studies programs in colleges and universities.
The rapid increase of women studies programs on
campus helps students look into what women generally
learn, how women learn and what role women play in the
process of learning. Also, some students begin to
question the male domination deeply embedded in the
existing educational system, while still others begin to
create new models of releasing and empowering women's
experience and knowledge, as part of reshaping the
learning process for both women and men (Maher, 1987,
P-91) .
All their efforts lead to the formulation of a new
educational theory that provides many educational
programs with a feminist framework fostering equality
between men and women and valuing women's feeling,
emotion, experience and so on in an educational setting.
This new educational theory is called feminist pedagogy.
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with its the major contributors including Cully (1985),
Portuges (1985), Maher (1987), Fisher(1981, 1987),
Lather ( 1984 ) , Shrewsbuiry ( 19 87 ) , Arnot( 1982, 1984),
Schniedewind( 1987 ) , Weiler ( 1988 ) , Belenky, Clinchy,
Goldberger, & Tarule (1986) and many others.
4.3.2 Main Characteristics of Feminist Pedagogy
Feminist pedagogy considers gender issues as
primary. It is mainly concerned with "the genderedness
of all social relations and consequently of all societal
institutions and structures" (Shrewsbury, 1987, p. 6).
Also, it emphasizes a need to reevaluate feminist values.
Thus, feminist pedagogy focuses on "teaching which is
anti-sexist, and anti-hierarchical, and which stresses
women's experience, both the suffering our (women's)
oppression has caused and the strengths we (women) have
developed to resist it" (Fisher, 1981, p. 20).
Feminist pedagogy has four distinct characteristics.
First, it challenges male domination in the educational
system. On the surface, the educational system appears to
be based on equality between men and women. However, if
it is closely examined, gender inequality is found deeply
embedded in it. In this context, feminist pedagogy
educates students (women) to be aware of gender
inequality and to help them change it, and eventually
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leads them to achieve women's liberation. Second,
feminist pedagogy explores and legitimizes women's way of
knowing. In other words, feminist pedagogy assumes that
women's way of knowing is different from men's and
questions the generally accepted notion that men's way of
knowing is the only right and legitimate women's way of
acquiring knowledge.
Third, feminist pedagogy tries to revalue women's
experience, emotion and feelings, and emphasizes their
importance in the process of breaking male-hegemony and
building a counter-hegemony. Fourth, feminist pedagogy
tries to foster a cooperatively and democratically
structured learning process. It criticizes the
competitiveness and selfishness that traditional pedagogy
has promoted. Rather, feminist pedagogy intends to
enhance cooperativeness and closeness among students.
Also, feminist pedagogy aims to replace a hierarchical
and bureaucratic teaching process with a more democratic
and participatory one. In the following, I will explore
these four characteristics in detail.
Challenaing Male Hegemony
According to feminist pedagogy, the present
educational system is used to maintain and perpetuate the
patriarchal system. In other words, the present
educational system is a device to protect male interests
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to transmit and strengthen male-centered values
.
Throughout the educational process, women learn that only
male experience, viewpoints and values are right and
legitimate while female experience, history and values
are inferior or irrational. Further, women learn how to
adapt to male dominant orders and male authority. As a
consequence, the present educational system is irrelevant
and unresponsive to the needs of women so that in it
women become silent and passive. Dale Spender and
Elizabeth Sarah claim that "in education women have
"learnt to lose" and more than that they have learnt how
to lose, even though they may have had the ability to
succeed academically" (Arnot, 1982, pp. 64-65).
Faced with this, first of all, feminist pedagogy
questions male-centered curriculum and methodology.
Feminist pedagogy tries to make the classroom "the place
to use what we know as women to appropriate and
transform, totally, a domain which has been men's"
(Gulley and Protuges, 1985, 19). Feminist pedagogy
provides students (women) with opportunities to
"challenge the economic, socio-political, cultural and
psychological imperatives based on gender" (Gulley and
Portuges, 1985, p. 2). Also, it helps women "refuse to
accept passive, obedient learning and insist upon
critical thinking" (Rich, 1985, p. 27).
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Feminist pedagogy becomes the process of
empowerment in which students (women) restore the power
to break down the patriarchal system and "recognize their
^t)ilities to act to create a more hximane social order, to
engage in significant learning, and to connect with other
in mutually productive ways" (Shrewsbury, 1987, p. 10).
However feminist pedagogy does not lead women to think
like men and act like men. Rather, it leads women to be
women themselves. Of course, Adrienne Rich says that "it
is not easy to think like a woman in a man's world"
(Rich, 1985, p. 28). However, feminist pedagogy helps
students develop the capacity to do that. Through
feminist pedagogy, students (women) learn to "think like
a woman in a man's world by thinking critically, refusing
to accept the given, making connection between facts and
ideas which men have left unconnected" (Rich, 1985, p.
28) .
Legitimating Women's Wav of Knowing
Feminist pedagogy challenges the generally accepted
idea that the way men acquire knowledge is considered as
only correct and legitimate and women's way of knowing is
wrong and inferior. It advocates that although women's
way of knowing is different from men's, it should be
recognized as important as men's. Feminist pedagogy
argues that in order to be successful in school, women
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tend to give up the way they used to acquire knowledge
and instead adopt men's way of knowing.
Belenky, Clinchy, Goldberger, and Tarule in their
book, Women's Ways of Knowing name men's way of knowing
"separate knowing" because it forces knowers to separate
themselves from the object and only to be concerned with
how to master it. In other words, "the separate self
experience relationships in terms of "reciprocity,
'
considering others as it wishes to be considered"
(Belenky, et al., 1986, p. 102). Men's way of knowing is
characterized as doubting, listening to reason and self-
extrication; knowers learn how to be suspicious of ideas
that feel right (doubting), how to analyze and evaluate
arguments (listening to reason), and how to exclude all
feelings and examine the issue from a strictly pragmatic,
strategic point of view (self-extrication) (Belenky, et
al., 1986, pp 103-112). As a consequence, knowers tend to
look down upon their feelings, emotions and experience,
and obey authorities, and conform to the regulations set
by authorities
.
Theorists of feminist pedagogy are aware of
problems with men's way of knowing and insist that
women's way of knowing be included in the process of
pursuing knowledge because men's way of knowing lacks
human elements; women's way of knowing can complement it.
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Women's way of knowing, which is intuitive, personal and
subjective, values human relationships highly. Unlike
men s way of knowing, women's way of knowing promotes
understanding which "involves intimacy and equality
between self and object," (Belenky, et al., 1986, p. 101)
rather than judging or analyzing the others.
Belenky, Clinchy, Goldgerger, and Tarule name
women's way of knowing "connected knowing" because in the
process of acquiring knowledge, women try to connect
themselves to others and to see them not in their terms
but in the other's terms (Belenky, et al., 1986, p. 102).
In women's way of knowing, feelings, emotions and
experience are the valuable source of knowledge. In other
words, knowers are concerned with how others feel, and,
based on it, they try to understand them.
Theorists of feminist pedagogy are concerned with
maintaining the balance between men's way of knowing and
women's way of knowing. Their intention is not to abandon
men's way of knowing but to insert the best qualities of
women's way of knowing into the process of pursuing
knowledge as a whole.
Revaluing Emotions, Feelings and Experience
It has been generally assumed that emotions,
feelings, and experience are irrational, informal and
illogical. As a result, they are not taken seriously and
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in most cases, are entirely ignored in the present
educational system. Theorists of feminist pedagogy
question this and argue that women's emotions, feelings,
and experience are the most important source of feminist
pedagogy. Their arguments are based on three assumptions.
First, women's feelings, emotions, and experience are
socially formed rather than naturally given and many of
women's emotional responses arise from the ways in which
women are taught to be "women"—to be caring, or envious,
or loving (Fisher, 1987, p. 48).
Second, emotions, feelings, and experience can be
viewed as an active dimension of women themselves and as
the revolutionary basis of feminist activism. In other
words, women's emotions, feelings, and experience have
been "a sensitive instrument for perceiving the world and
for giving us (women) direction in changing it" (Fisher,
1981, p.21). Third, emotions, feelings, and experience
have a decidedly rational content—a cognitive or
evaluative aspect (Fisher, 1987, p.48). In particular,
wisdom that women have developed based on their
experience helps them see things critically and to cope
with difficulties well. Thus, feminist pedagogy tries to
restore the value of feelings, emotions, and experience
and to utilize them as an important pedagogical source.
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Towards a Cooperatively and Democratically Structured
Learning Process
Since feminist pedagogy emphasizes the importance of
human relationships and values women's emotion, feeling,
and experience, it is also very much concerned with the
way the classroom is run—a teaching process. In other
words, feminist pedagogy claims that the feminist
classroom should be established in such a way that
students are able to cooperate with each other, openly
connect themselves to other people, freely express their
feeling and emotion, and talk about their experience.
However, since the traditional teaching process is based
on the hierarchical and authoritarian relationship
between students and teachers, it is not appropriate for
the feminist classroom.
In fact, feminist teachers have developed a "new"
teaching process and have taught the process to students
as an important component of feminist pedagogy. According
to Nancy Schniedewind, the new teaching process requires
five skills which are briefly described below. The first
is communicating skills: students should learn basic
communication skills for sharing feelings and giving
feedback (Schniedewind, 1987, p. 18). Dialogue is highly
emphasized between students and teachers and among
students throughout the process.
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Th© SGcond is d©veloping a demociratic group
process the relationship between teachers and students
should be democratic. Teachers should respect students'
ideas, opinions, and feelings while students should
actively participate in all the class activities as
responsible partners. In order to be equal partners,
students should be taught skills necessary for effective
and democratic group process—democratic leadership,
participatory decision making, problem solving, and
conflict resolution ( Schniedewind, 1987, p. 20).
The third is cooperation: in order to promote
communication, and to secure a more democratic
relationship between teachers and students, cooperatively
structured learning should be established. Schniedewind
defines cooperatively structured learning as an approach
in which students are divided into small groups in which
each student's participation is essential not only for
its own learning but also for the learning of other group
members (Schniedewind, 1987, p. 23).
The fourth is integrating theory and practice—the
feminist process encourages praxis, the unity of theory
and practice. In other words, the feminist process
provides students with the ability to formulate their
oppression theoretically and at the same time to
challenge it practically. "Students thereby learn a
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process for applying theory to practice, attempt to
change a concrete situation based on the learning, and
recreate theory based on that attempt" ( Schniedewind,
1987, p. 25)
.
The fifth is creating change—the feminist process
helps students change themselves into feminists. Also, it
should provide skills for personal sustenance as
feminists and for building up women's networks or
organizations to sustain feminism at the societal level.
4.3.3 Contributions and Weaknesses of Feminist Pedagogy
Thus far, I have examined feminist pedagogy in
detail and found that feminist pedagogy has made many
crucial contributions to women's education. First of all,
it draws people's attention to gender inequality deeply
embedded in the educational system. Second, it clearly
reveals how education contributes to maintaining the
unequal relationship between men and women. Third, it
shows how crucial it is to eliminate gender oppression
for women's liberation. Fourth, it legitimizes the
content and method that enhance feminism in an
educational setting and in society.
However, it is hard to say that feminist pedagogy
provides poor Third World women with the educational
framework they need for their liberation because it has
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many drawbacks. First, since it has been developed based
on the concerns that middle or upper class white women
have had, it fails to deal with gender issues in relation
to other issues such as class and nationality issues,
which are also important in conditioning poor Third World
women's lives. Rather it focuses on gender dichotomy
between men and women. It cannot locate gender issues in
a larger socio-economic context. Thus, it tends to deal
with women's oppression at a personal and private level.
Second, although feminist pedagogy began to be
developed in connection with women's movements at first,
it seems to lose contact with women's movements and to
become very academic-oriented and classroom-activity-
focussed. As a result, despite the fact that it
originally stressed the importance of changing the very
patriarchal and unequal system, now it seems to focus
only on individual change in personal ideas, values and
attitudes while failing to connect individual change to
social transformation.
Third, although feminist pedagogy contributes to
the legitimation of women's way of knowing and to the
restoration of value of women's emotions, feelings and
experience, its approach, however, to women's different
and undervalued qualities is somewhat superficial. In
other words, without exploring why women have been
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rGsponsibl© for th© privat© and r©productiv© sph©r© in a
larg©r contGxt, it simply assum©s that wom©n ar©
r©sponsibl© for th© privat© and r©productiv© sph©r©.
Thus, it fails to s©© that wom©n's confin©ra©nt to th©
privat© and r©productiv© sph©r©, and thus wom©n's
diff©r©nt way of knowing, wom©n's uniqu©
©motions/f©©lings and ©xp©ri©nc©, hav© b©©n th©
cons©qu©nc© of wom©n's oppr©ssion du©s to th©ir g©nd©r in
th© first plac©.
Fourth, in r©lation to th© third, although it is
important to r©valu© wom©n's und©rvalu©d charact©ristics
,
ov©r©mphasis and ov©rvaluation may un©xp©ct©dly load to
th© justification of womon's oppr©ssion.
Thus, as fominist podagogy focusos too much on
g©nd©r issu©s and n©gl©cts th© importanc© of class issues
and nationality issues in conditioning women's lives, it
is not sufficient as th© educational framework for poor
Third World women. Nevertheless, its major contribution
in developing feminist insights and many important
feminist elements in women's education, can be utilized
to conceptualize a better educational framework for poor
Third World women.
153
women
4 4 Conceptualizing Critical Feminist Pedagogy
The main reason for the conceptualization of
critical feminist pedagogy is that poor Third World
need a more comprehensive theoretical framework for their
education, one which addresses gender issues, nationality
issues and class issues equally seriously. In other
words, although critical pedagogy successfully deals with
class issues and nationality issues, it fails to take
gender issues seriously. In the same manner, feminist
pedagogy, while emphasizing gender issues, ignores other
issues—class issues and nationality issues. Thus,
neither critical pedagogy nor feminist pedagogy provides
a more proper educational framework for poor Third World
women as a tool of social transformation.
However, because it is also true that critical
pedagogy has been successful in addressing class issues
and nationality issues while feminist pedagogy has
successfully developed many important feminist insights
and elements in relation to women's education, I think
that if they are combined into one educational framework,
the weaknesses of critical pedagogy and feminist pedagogy
can be complemented, resulting in a more comprehensive
and relevant educational framework for poor Third World
women. Therefore, in this section, I will conceptualize
critical feminist pedagogy by integrating main feminist
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insights and elements developed by feminist pedagogy into
critical pedagogy and then illustrate its main elements.
4.4.1 Main Elements of Critical Feminist Pedagogy
Element 1. In critical feminist pedagogy, education
should be a tool of transforming not only the dependent
capitalist system but also the patriarchal system.
Critical feminist pedagogy is concerned that under
the existing dominant system, education in the Third
World not only perpetuates the dependent relationship
between the First World and the Third World and
reinforces the internal class structure in the Third
World, but also maintains the unequal relationship
between men and women. Given this concern, in critical
feminist pedagogy, education should cease to be a tool of
the status-quo. Rather, it should be used to overthrow
the capitalist system, to break the dependent
relationship between the advanced capitalist countries
and the Third World countries, and to challenge the
unequal relationship between men and women. Further, it
should contribute to building a new economic system which
is not oppressive and exploitative by nature, and which
guarantees equality and justice between men and women,
between the First World and the Third World, and the
bourgeoisie and the proletariat.
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Element 2. In critical feminist pedagogy, education
should be a key to building a counter-hegemony.
The main role of education in the existing dominant
system is to produce and maintain hegemony, the ruling
ideas of a certain society. This prevents the masses from
having critical views of their exploitative and
oppressive situations and leads to the masses accepting
the values, beliefs and ideology of the dominant class as
their own. In particular, hegemony functions to hold the
capitalist system together even when it is on the verge
of breakdown. In this context, critical feminist pedagogy
tries to switch the role of education toward the
production of a counter-hegemony. In other words, in
critical feminist pedagogy, education should contribute
to revealing the falsities of ruling ideas which are male
dominant, bourgeoisie-oriented, and First World-centered.
Further, it should create an entirely new set of
ideas and values, i.e. counter-hegemony, based on the
living experience of poor Third World women, which will
become a vision for a new system and a new society. Thus,
critical feminist pedagogy provides the ideological
foundation for social transformation by challenging
dominant hegemony and building a counter-hegemony.
Element 3. In critical feminist pedagogy, poor
women (students) should be regarded as the subject of
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education. They should be expected to be involved in
planning, implementing, and evaluating their education as
important decision makers.
In critical feminist pedagogy, education should
consider poor Third World women as the subjects because
as poor Third World women are, due to their gender, class
and nationality, the most oppressed and exploited by the
dependent patriarchal capitalist system, they are in a
better position of knowing how education aiming at
transforming the dependent patriarchal capitalist system
has to be carried out. Under these circumstances,
education should provide poor women with opportunities to
participate in every aspect of their education
—
planning,
implementing, evaluating—as important decision makers.
Element 4. In critical feminist pedagogy, education
should equip poor women with the ability to critically
analyze their situations as poor Third World women.
Education should contribute to raising students'
feminist consciousness as well as critical consciousness
so that students are able to understand that their
oppression and exploitation are related not only to their
class and nationality but also to their gender.^
Specifically, education should enable students to
question why and how they are oppressed as poor Third
World women. Also, education should enable students to
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analyze the cause, the dynamics, and the manifestation of
class oppression, nationality oppression, and gender
oppression that prevail in the educational system and in
society, and further to find ways to eliminate them.
Further, education should help students realize how
important it is to eliminate all forms of oppression
simultaneously and to bring about social transfoirmation
based on the elimination of all forms of oppression.
Element 5. In critical feminist pedagogy, education
should provide students with the power to regain self-
confidence as poor Third World women, in particular as
women
.
Education should be a process of legitimizing the
way poor Third World women know and learn about their
lives and reality, which has been ignored and despised
due to their class position, nationality, and gender.
Also, education should be a process of revaluing and
respecting poor women's feelings, emotions, experience,
values, behaviors, etc., and, further, of incorporating
them into the process of producing a counter-hegemony.
For example, through education, their undervalued
characteristics such as collectivity, cooperativeness,
connectedness, intimacy, sacrifice, caring, loving, etc.,
will be all revalued and appreciated, and become a
valuable source in creating a counter-hegemony. Thus,
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through education, poor Third World women should learn
that they do not have to feel ashamed of who they are and
what they have. Rather, they should learn how to be proud
of themselves as poor Third World women.
Element 6 . Critical feminist pedagogy is concerned
that women have fewer opportunities to gain
scientific/technical and practical knowledge and skills.
As a result, women are not able to control their lives
scientifically and technically, and to be independent in
a practical sense. Under these circumstances, critical
feminist pedagogy stresses that education should provide
poor women with technical/scientific and practical
knowledge and skills so that poor women can
scientifically cope with their difficult situations and
practically prepare themselves to be more independent and
self-sufficient
.
Element 7 . The role of teachers in critical
feminist pedagogy should be that of organic
intellectuals
.
Teachers should be theoretically equipped to
understand the dynamics of all three main causes of poor
Third World women's oppression and their relationships.
Further, they should get practically involved in the
forefront in the process of eliminating all forms of
oppression. Thus, teachers should present themselves as
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the role models of students. However, at the same time,
teachers should be aware that they are not the subjects
of education. In other words, their main role is to
assist poor Third World women to be the subject of
education and eventually to be a major leading force for
social transformation.
Element 8. In critical feminist pedagogy, a
democratic, participatory, and connected learning process
should be fostered.
Throughout the whole learning process, students
(poor women) should be considered as important and
responsible as their teachers. Also, students should
learn how to respect other students' feelings, opinions,
and ideas. Students should learn that their participation
in class is very crucial. Also, an atmosphere where
dialogue naturally takes places between teachers and
students and among students should be created. Further,
competition and individualism among students should be
eased while connectedness and cooperation should be
promoted
.
Element 9. In critical feminist pedagogy, education
should emphasize the importance of organizing poor women
together and, further, of building solidarity with women
of other classes who are willing to join the process of
social transformation.
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Since a large part of gender oppression has been
carried out at the personal, cultural, and private level,
it is harder to attack gender oppression. Besides, for
the same reason, it is harder to get women organized and
lead them into a struggle against gender oppression.
Given this situation, through education, poor women
should have the opportunity to understand theoretically
and practically how important their getting together and
fighting together is and how crucial their solidarity
with women of other classes is in order to achieve
women's liberation.
Element 10. In critical feminist pedagogy,
education should be considered as praxis, the unity of
theory and practice. In other words, in critical feminist
pedagogy, practice should be considered as important as
theory.
Through education, poor Third World women should
learn that it is important to be able to analyze their
exploitative and oppressive situations critically.
However, at the same time, they should also learn that
analytical capability is not enough. They should learn
that it is only meaningful when it is connected to
actions to change situations. In actuality, education
should help poor Third World women realize how crucial
they are involved in the process of social transformation
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and lead them into social transformation as agents of
change
.
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CHAPTER 5
POOR KOREAN WOMEN IN THE MIDST OF AN "ECONOMIC MIRACLE"
5 . 1 Introduction
In chapters 2
,
3
,
and 4, I have shown why social
transformation is needed for the liberation of poor women
in the Third World. Also, I have explained that since
social transformation involves a long, gradual
educational process, education plays an important role in
the process of social transformation. In this context, I
have developed a new educational framework, critical
feminist pedagogy, which could become a tool of social
transformation by fostering Third World women's role as
agents of change.
In the following three chapters, I will examine one
exemplary country. South Korea, which has gone through
economic development based on a growth-oriented model
with a relatively strong popular movement.^ Specifically,
in chapter 5, I will investigate how growth-oriented
development has affected poor Korean women; what
limitations the popular movement has had in representing
the interests of poor women; in what context the popular-
based women's movement has emerged; and why it is
important to have the popular-based women's movement.
In chapter 6, I will investigate what forms of
education poor women have access to and what functions
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they serve. I will focus mainly on one form of education
for poor women, Minjung Kyoyuk (Korean popular
education), which has served as a tool of social
transformation since the early 20th century. In chapter
7, I will assess concretely what limitations Minjung
Kyoyuk has as an appropriate form of education for poor
Korean women and what aspects should be changed to make
it more appropriate for their education. For that
assessment, I will apply the critical feminist pedagogy,
that I have roughly conceptualized in chapter 4, to
Minjung Kyoyuk.
5 . 2 Impact of Korean Economic Development on Poor Women
5.2.1 Background of Korean Economic Development
When Korea was restored its political independence
from Japan in 1945, Korea was an impoverished
agricultural country. Right after independence, Rhee
Sung-man was installed into power by the U.S. government.
The Rhee government, however, ignored the poverty and
misery of the majority of people and concentrated only on
staying in power. Under these circumstances, in 1960, the
people rose up against the Rhee government and succeeded
in replacing it with a less authoritarian government.
However, this government failed to respond to the
demands of the majority of people immediately and
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properly. In this context, in 1961 Park Chung-hee, a
major general, staged a military coup d'etat and
overthrew this government. However, since Park took
power through illegitimate means, he needed to legitimize
and consolidate his power. In actuality, he turned to
economic development to find legitimacy. In essence his
idea of economic development is identified with a western
model of capitalist development whereby development is
measured by how fast the economy grows (GNP), how
industrialized the economy is, how westernized the
political and economic institutions are, and how modern
people become. In fact, "the Park regime introduced the
indicative capitalist planning method and launched a
series of five-year economic development plans
unprecedented in Korea's history" (Lim, 1985, p. 50),
with the aim of the achievement of rapid
industrialization
.
The strategy taken was to develop export-led
growth. Although Korea did not have ample natural
resources, it had a large hard-working, well-educated
cheap labor force. Therefore, in the sixties and the
early seventies, this export promotion strategy
emphasized labor-intensive light industries such as
textiles, electric, electronics, garments, rubber,
ceramics, and so on.
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Th©n in the late seventies, more emphasis was
placed on capital-intensive heavy industries such as
iron, steel, ship building, machinery, chemical pulp and
oil refining and so on (Lim, 1985, p. 51). As a result,
this growth-oriented economic development brought about
dramatic changes in Korean economic structure. The
agricultural sector, considered the main sector
for a long time, was put aside while the manufacturing
sector was highly emphasized. Consequently, the
importance of agriculture in the whole industrial
structure was reduced rapidly over the last two decades:
in 1962, it took up 43.3% of the whole industry, while in
1966 it was 42.5%; in 1974, it was 24.0% and in 1981, it
was just 18.1% (Son & Lee, 1983, p. 86). On the
contrary, the percentage of secondary industries in the
whole industrial structure rose from 19.2% in 1960 to
35.6% in 1981 (Son and Lee, 1983, p.86).
On a superficial level it can be seen that export-
led and growth-oriented development in Korea contributed
to "delivering a growth rate of nearly 10 percent per
year between 1965 and 1980" (Bello and Rosenfeld, 1990,
p. 47). However, in fact, it contributed to consolidating
a dependent capitalist economic structure. Externally, it
has contributed to deepening economic dependency on
advanced capitalist countries, especially the U.S. and
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Japan. Internally, it has increased the inequality
between the rich and poor.
Externally, since Korea has had to borrow a lot of
money and advanced technology from the U.S., Japan, and
other western countries to carry out rapid
industrialization, Korea has suffered from a balance of
payments problem. Imports of goods and services usually
increased faster than exports. Foreign indebtedness
became a serious issue. South Korea's foreign debt, the
fourth largest in the Third World, rose to $28 billion in
1980 (Hart-Landsberg, 1989, p. 43). It grew to more than
$47 billion in 1985 before declining to a still troubling
$35 billion in 1987 (Hart-Landsberg, 1989, p. 43).
In addition, as the importance of the agricultural
sector has declined, food dependency on foreign
countries, particularly the U.S., has increased. Since
many young people have left rural areas to find jobs in
cities, farm labor declined from 65 percent of the total
labor force in the early 1960s to 38 percent in the early
1980s (Bello and Rosenfeld, 1990, p. 23). There are
simply not as many people around in rural areas to farm.
At the same time, in order to keep wages of urban workers
low, the government has set prices of farm products low.
Then the government imports food grains, mostly from the
U.S. Total imports of food grains have increased
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tremendously: 499 m/t in 1962, 2,888 m/t in 1971, and
7,704 m/t in 1981 (Economic Planning Board, 1982).
Accordingly, food self-sufficiency has decreased from
93.9% in 1965 to 58.5% in 1980, and to 48.4% in 1985 and
39.3% in 1988 (South Korea Today, 1989, p.4).
Internally, since the main strategy of
industrialization was export-led growth, it was important
to make industrial products competitive in the
international market. Under these circumstances, those in
power needed to sacrifice the agricultural sector to
accfuire a cheap labor force. In fact, by exporting
foreign farm products and keeping prices of farm products
low, they created a condition where most farmers could
not make ends meet by farming and as a consequence, they
had to leave rural areas. Thus, from the start, this type
of economic development has required the sacrifice of the
poor
.
Further, it did not take distribution issues
seriously. As a result, the inequality between the few
rich and the majority of people has intensified. "In the
crucial twenty-year period from 1965 to 1985, the share
of income going to the bottom 40 percent of the
population declined from 19.3 percent to 17.7 percent,
while the share going to the top 20 percent rose from
41.8 percent to 43.7. percent (Bello & Rosenfeld, 1990,
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p. 37) . In particular, th© pauperization of farmers
stands out. Although the nominal income of the farm
household has increased over the last twenty years, their
real income has not increased. As a result, most farm
households are in debt. According to one survey, 73.3% of
the fainn households surveyed suffer from debt (Kwon,
1987, p.ll). In fact, it was roughly presumed that "the
real income of a farmer was always around 60-80 percent
of that of urban workers" (Son & Lee, 1983, p. 90).
Thus, export-led and growth-oriented development
has contributed to building a dependent capitalist
economic structure in which advanced capitalist countries
and the few national elites were enriched while the
majority of people were impoverished. In particular,
among the poor, women have benefitted the least in the
sense that the patriarchal system which has strongly
persisted unfavorably for women has been used to maximize
the interests of dependent capitalists. In other words,
poor women in Korea with full responsibility for domestic
work have also been driven to the productive sphere as
farmers, factory workers, and informal workers.
In the following section, I will examine how
negatively poor women in Korea have been affected by
export-led and growth-oriented development due to their
class, nationality and gender. I will divide poor women
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into three categories: female farmers, female factory
workers, and urban poor women.
5.2.2 Poor Korean Women's Conditions
Female Peasants
As a result of the decrease in the importance of
agriculture, the population of farmers decreased from
14,559,000 in 1960 to 9,668,000 in 1982 representing a
decrease of five million farmers. During the same period
of time, the total population increased from 24,954,000
in 1960 to 39,331,000 in 1982 (Kim, 1985, p.l26). Thus,
the proportionate size of the agricultural population
declined from 58.3 percent in 1960 to 24.6% in 1982 (Kim,
1985, p.l26). It continued to decrease to 17.3% in 1988
(South Korea Today, 1989, p.4). Contrary to the general
trend, the percentage of women who were involved in
agricultural work consistently increased, from 32.6.
percent in 1979 to 42.6% in 1980 (Son & Lee, 1983, p.
136). It went up to 44.2% in 1986 (Kim, 1989, p. 80). The
reason for the sharp increase in the number of female
peasants is closely related to the fact that as most
young people have left rural areas to find jobs in
cities, manpower in rural areas has been extremely
scarce. Given that, those women who are old, married and
uneducated have no other choice but to work in the
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fields. In fact, most female farmers belong to the 40-60
year age group.
Although female peasants work as hard as men in the
field, they are not the least exempt from housework.
Indeed, since patriarchal culture has most strongly
persisted in rural areas, it is almost impossible to
expect men to share housework with women. Moreover,
poverty does not allow women to buy modern kitchen
appliances and to use child-care facilities. Thus the
burdens that female peasants carry have doubled as a
result of "economic development." Concrete conditions of
poor female farmers are as follows.
Working Hours: Female farmers' working hours are
incredibly long. During the busy season which starts in
April and ends in November, working hours in the field
amount to 11 hours 21 minutes while during the less busy
season, working hours in the field average 2 hours 49
minutes (Kwon, 1987, p.l4). If the time they spend doing
housework is taken into consideration, on the average,
female peasants work more than 14 hours (Kwon, 1987,
p.l4). Thus, unlike men who can take a rest after work,
women have to do housework after finishing work in the
field because women's primary work is still considered to
be housework. According to research, the amount husbands
help women in housework ranges from 6 minutes to 32
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niinutes during th© busy s©ason/ and froin two to three
hours a day during the slack season (Son & Lee, 1983, p.
144). The reason for the increase during the slack season
is that "it included the time spent in gathering wood
from the mountains for the fires" (Son & Lee, 1983, p.
144) .
Wages: Although more women work in the field as
much as men, women's work is still not treated as
valuable as men's work. In fact, the wage difference
between men and women in rural areas is wide. The
National Agricultural Cooperative Federation in Korea
reported that as of 1982, a male adult was paid 8,163 won
per day including a food fee of 2,379 won, while a female
adult was paid 6,211 won including 1,997 won as the food
fee (Kim, 1985). Interestingly, however, most female
farmers do not see any problems in this wage difference.
Rather, they take it for granted. In other words, they
generally assume that men do more work or do physically
difficult work. Also, because only men are trained to use
relatively complicated machinery like motor cultivators,
weed-sprayers, or threshing machines, they are often
considered more skilled than women.
Health: The long working hours and poverty that
female peasants face are the direct cause of their poor
health conditions. Despite all the hard work, women
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cannot take enough rest and a proper diet. As a result,
most of them suffer from malnutrition and anemia. In
addition, since rice production in Korea is heavily
dependent on fertilizers and pesticides, women cannot
avoid being exposed to them. Thus, exposure to pesticides
combined with fatigue and malnutrition have led women to
suffer twice as much disease as men (Kim, 1985, p. 146).
I have briefly examined the conditions of rural
women. Although women are engaged in agricultural work
more actively than before, that does not mean that
women's conditions have improved. Rather, the
feminization of the agricultural sector is the direct
result of the decline of the agricultural sector in the
process of economic development. In other words, women
are driven into the field to bear more burdens. Thus,
export-led and growth-oriented development have
contributed to deterioration of living standards for most
female farmers
.
Female Factory Workers
A cheap labor force is considered crucial to
international competition in the export-led
industrialization process. Women are preferred as the
source of cheap labor for several reasons. First, due to
the persistence of patriarchal culture, the status of
women is considered lower, and even their earning is
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regarded as supplementary. In this context, lower pay for
women is accepted. Second, since it is culturally
understood that the most important goal of women is to
find husbands and to get married, women are easily asked
to leave their jobs when they get married. In this way,
companies do not have to worry about promotions and/or
maternity leave provisions. Third, since Korean
industrialization is still very much based on light
industries, women's patience, manual dexterity and
docility are needed.
The number of women workers increased from 359,996
(33.2%) in 1970 to 1,190,830 (35.7%) in 1983 (Kim, 1986,
p. 69). In particular, more female workers are engaged in
the manufacturing sector. Statistics show that in 1985,
71.3% of total employed women workers were in the
manufacturing sector (The Korean Women Workers'
Association (hereafter, KWWA)
,
1987, p.33). Also, in the
manufacturing sector, more than 50% of women are employed
in light industries such as textiles, garments, shoes,
rubber, ceramics, electronic and electrical goods
industries. However, the percentage of women employed as
administrators, managers or engineers is extremely low.
In terms of age composition, women workers ranging
from 20 to 24 constitute 45.7% of total female workers;
women workers under 20, 26.7%; women workers from 25-29,
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11.8%; women workers over 30, 15.8%; women workers under
18, 5.9% (Kim, 1986, p.70). Thus, most women workers are
young. These women workers are also not well educated.
69.2 % of total employed women workers were junior high
school graduates or lower while 44% of total employed
male workers were at the junior high school or lower
level: only 3.8% of total employed women workers were
junior college graduates or higher while 19.4% of total
employed male workers were at the junior college
graduates or higher (Kim, 1986, p. 70).
These women are mostly from rural areas . They
migrate to cities because agriculture in Korea has
rapidly declined. As it gets harder to live in rural
areas through farming, young people have been the first
to leave. In particular, young and uneducated women can
leave rural areas much more easily than their male
counterparts for several reasons. First, as the economy
of rural areas weakens, it cannot absorb all excess
labor. Under these circumstances, it is preferred that
men stay. Second, the poverty that prevails in rural
areas leads young women them to feel strongly that they
should make money and support their fcimilies. In
actuality, the burden to provide money for their
brothers' or younger sisters' educations often falls on
their shoulders
.
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th©s© young woin©n do not s©© any futur© in
rural ar©as for th©ms©lv©s
. Th©r© is no work availabl© to
th©m in th©s© rural ar©as
. Th©ir opportuniti©s to
©ducation ar© cut off b©caus© of ©conomic dif f iculti©s
.
In this cont©xt, th©y hop© that th©y can find a b©tt©r
futur© in a city. Th© d©stitution of rural ar©as thus
driv©s th©s© young and un©ducat©d wom©n into th© city.
How©v©r, it is soon realized that life in th© city
is not so different. It might b© true that jobs can b©
found relatively easily in cities. Nevertheless, th© jobs
that they have do not allow them to send money to their
parents, brothers or sisters, let alone to continue their
own education. The money that they make is so little that
they cannot make ends meet for themselves. Further, other
working conditions are so terrible that their own health
condition deteriorates very rapidly. Their concrete
working conditions are as follows.
Wages : Since these young and uneducated women are
engaged in simple, repetitive, and unskilled work, their
wages are too low to meet minimum living expenses
.
Statistics show that 11.9% of the total number of women
workers employed in the manufacturing sector make less
than 100,000 won (about $130) per month while 96% of the
total number of women workers make less than 200,000 won
(about $260) in 1986 (KWWA, 1987, p. 19). 86% of women
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workers in the manufacturing sector earn less than
177,306 won, the minimum living expenses specified by the
Korean Labor Association in 1986 (KWWA, 1987, p. 19).
The difference in wages between men and women is
big. For example, in the garments manufacturing
industries, women are paid only 49.1% of their male
counterparts, while women are paid only 48.2% of their
male counterparts in the electronic and electrical goods
manufacturing industries (The Ministry of Labor, 1985).
The problem here is that this huge difference is
generally accepted based on so called "objective" grounds
presented by employers or government officials. These
grounds are as follows; first, women's wages function as
supplementary income. Second, women workers have less
education and are less skilled than men workers. Third,
women workers need less money than men workers for their
living. Fourth, women workers are generally employed for
fewer years than men workers (Kim, B.L., 1984, p. 287-
290). None of these, however, is convincing enough to
justify huge wage differences between women workers and
men workers
.
Working Hours: According to the law, the working
day is eight hours long, not counting rest periods
(Clause 42 of the Labor Standard Act). This may be
expanded up to 12 hours a week with the agreement of the
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employer and employee (Kim Sun-young, 1985, p. 34). The
law also specifies even shorter working hours for minors
(Clause 55 of the Labor Standard Act), and female workers
with maternal functions (Clause 57 of the Labor Standard
Act)
.
However, even the figures of the Ministry of Labor
in 1982 show that across all industries nationwide,
average working hours were 9.2. hours per day: 9.4. hours
per day for females and 9.1. hours per day for males (The
Ministry of Labor, 1982). Women workers in the
manufacturing sector alone work more than 10 hours per
day. In addition, they are often asked to do overtime,
nighttime, and off-day work. If this extra work is
included, they work 12-14 hours daily (Kim Bong-ryul,
1984, p. 311). Workers are forced to work even on
weekends. Statistics show that 17.1% of the total number
of women workers do not take any day off a month (Kim
Bong-ryul, 1984, p.311). In fact, women workers in Korea
suffer the longest working hours worldwide (KWWA, 1987,
P.18) .
Health: Low wages and long working hours are two
major contributors to poor women workers' health. Since
most women workers earn far less than minimum living
expenses, they cannot feed themselves properly. According
to one survey which had 2,457 respondents working in
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electronic and electrical goods manufacturing, 20.1% skip
meals to save on living expenses (KWWA, 1987, p.21). Even
if they do not skip meals, most are heavily dependent on
"ramen" (instant noodle) as a main source of food. Also,
due to long working hours, the majority of women workers
suffer from lack of sleep. In the workplace, they are not
able to take any lengthy break periods except lunch
breaks which usually last less than an hour. Some
factories even limit the number of times one goes to the
bathroom.
Along with low wages and long working hours, poor
ventilation, dust, noise, and the bad smell of chemicals
and raw materials all contribute to aggravating the
health of women workers: in fact, most suffer many
occupational hazards such as stomach aches, rheumatism,
chronic conjunctivitis, lung tuberculosis, skin disease,
and respiratory disease.
Thus far, I have examined how bad women workers'
conditions are. It seems that even though these female
factory workers participate in economic activities as
active workers, their participation does not help them
improve their living condition. Rather, their
participation leads to their being exploited more easily
and intensely.
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Urban Poor Women rsium Womens
Urban poor women are those engaged in the informal
sector usually living in the slum areas located in the
outskirts of cities. (Although young female factory
workers tend to live in the same area, they are excluded
from this category). As the rural economy goes downhill,
many people migrate to cities to find better lives.
However, as soon as they move into cities, they land in
slum areas where houses are illegally built and the
surrounding environment is very unhealthy.
Before people in rural areas move, they tend to
dream about life in cities. According to one survey, the
main motives for people in rural areas to migrate to
cities, particularly to Seoul, are "because we have no
idea of how to live in the rural area; in order to get a
job; in order to get married; because I like Seoul; for
better education of our children" (Son & Lee, 1983, p.8).
Thus, many people move to cities to find a better future.
In fact, some of them, for example, young women, are
"lucky" enough to find jobs.
However, those who are married and have children
are not able to find jobs so easily. There are several
reasons for this. First of all, employers do not want to
hire married women because they are more likely to
require some maternal benefits. Second, they do not have
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much education. Their level of education is very low.
Most of them have barely finished elementary school.
Third, since they have children to look after but cannot
find affordable day care centers for their children, they
cannot go out freely.
Under these circumstances, these urban poor women
tend to do domestic side jobs, such as embroidery on
clothes and gloves, ripping out seams, lacing, making
dolls, stringing beads, and making envelops, which allow
them to work at home (Son & Lee, 1983, p. 14). However,
these domestic side jobs are characterized as irregular,
unstable and extremely low paying. They make "170 won (25
cents ) at most from one embroidery on a sweater which
takes them 90 minutes to complete" (Son & Lee, 1983, p.
14). Even though they may work all day long, it is hard
to make one thousand won (one dollar 45 cents) (Choi,
1987, p. 71) .
In fact, in most cases, domestic side jobs do not
pay enough for subsistence. Often these women are forced
to go out and find better paying jobs. Commonly, husbands
of these women are also engaged in the infoinnal sector.
They are often involved in daily paid, unskilled and
physically heavy work. They become A-frame coolies, day
laborers, sundry laborers, public workers, etc. Thus
there is greater chance for their husbands to be injured.
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Injury leads to stopped work, sometimes temporarily and
sometimes for good. Besides, since their work is also
temporary, seasonal, and often influenced by changing
economic conditions, these husbands are often out of
work. In either case, women become the only money
earners. They cannot solely depend on domestic side jobs
because of their irregularity, instability and extreme
low pay. Accordingly, these women will often lock up
their children in a room with a portable toilet and some
food, and go out to find jobs such as housekeeping or
construction work, which are better paying but more
labor-intensive
.
No matter how hard these women work, in fact, their
living conditions do not improve. Rather they are driven
into debt. A survey shows that almost half of the
respondents who are urban poor women (69 out of 140) say
that they have debts (Son & Lee, 1983, p.l8). The main
causes of debts are the lack of basic money for living
(36%), education (16%), investment in business (14%),
medical care (14%), house rent (13%) and so on (Son &
Lee, 1983
,
p. 18 )
.
However, economic hardship is not the only
difficulty that these women face. Whether women are
engaged in domestic side work at home or do housekeeping
work or construction work outside the home, they cannot
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expect much help from their husband in doing household
chores or raising children from their husbands. Further,
husbands who are frustrated with their lives in cities
often turn to drinking and battering their wives. One
survey shows that seven out of every ten wives in these
areas suffer violence from their husbands (Son & Lee,
1983, p.43). Thus, these urban poor women have to endure
not only economic difficulties and heavy work but also
physical violence.
Thus far, I have examined how negatively poor
women—women farmers, women factory workers, and urban
poor women (slum women) are affected by export-led and
growth-oriented economic development. Export-led and
growth-oriented economic development in Korea contributes
to enriching the advanced capitalist countries involved
and the few national elites, and, at the same time, to
making the poor poorer. In particular in Korean society,
those in power make use of the patriarchal system that
has strongly persisted in order to maximize their
interests. Under these circumstances, poor women benefit
the least from economic development due to their class,
gender and nationality. They are driven into the
productive sphere as farmers, factory workers, or workers
engaged in the informal sector while their burden of
domestic work is not lessened. Thus, as the result of
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export-led and growth-oriented economic development,
these poor women come to be doubly or triply exploited.
The worsening conditions of poor women in South
Korea has led to the emergence of a more popular-based
women's movement. Of course, the popular movement has
existed for the purpose of representing the interest of
the majority of people before the reemergence of a more
popular-based women's movement. However, the movement has
not yet been very responsive to the problems that these
poor women confront as women, because in the movement the
male dominant structure has also persisted strongly.
Prior to an in-depth examination of the emergence of a
more popular-based women's movement, in the following
section I will briefly look into the general trend of the
popular movement and its limitations in raising women's
issues
.
5 . 3 The Male-Oriented Popular Movement
The popular movement has existed for a long time in
response to the worsening conditions of the poor and to
repressive political situations that have relentlessly
destroyed any attempts to improve the conditions of poor
people.’ However, it is generally assumed that a more
organized popular movement with a clear political agenda
began under the Park regime.
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The popular movement has identified the root cause
of poverty and misery with the existing dominant system
and has tried to bring about fundamental transformation.
However, its direction has changed in response to the
economic and political circumstances. Under Park's
regime, the popular movement focused mainly on
democratization and liberalization of the existing
system. The main concern of the movement was Park's
military dictatorship and the widening gap between the
rich and the poor inside South Korea. In fact, although
the popular movement in the 1970s intended to improve the
living conditions of the poor, it was not the poor (the
Minjung) but radical students and intellectuals who led
the movement. Later on, factory workers began to see the
need to organize themselves and to fight along with
students and intellectuals in the movement. However,
their participation in the movement as a leading force
was still very limited.
It was the Kwangju Uprising that redirected the
popular movement. After Park Chung-hee, the dictator, was
assassinated, people began to anticipate the restoration
of democracy in South Korea. However, it appeared that
this was not happening. Chun Doo-hwan, a military
general, immediately staged a military coup and seized
power. As soon as Chun took power, he repressed all
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dsinocratic mov©m©nts and labor mov©ni©nts much mor©
s©v©r©ly than ©v©r b©for©. Naturally, p©opl© r©sist©d his
military action. Stud©nts organized street demonstrations
and workers went on strike. In particular, the people of
the city of Kwangju rebelled and struggled. Although the
government argued that only 200 people were killed, this
Kwangju Uprising led eventually to the killing of 2,000
people, civilians killed by soldiers.
The Kwangju Uprising of 1980 brought two lessons to
the movement. First, those involved in movement
recognized that the oppressed (the Minjung) should be the
leading force of the movement. Interestingly, it was the
Minjung and not radical students or intellectuals who
fought most deeply throughout the Uprising and were
killed in the end. From that experience, students and
intellectuals realized that the movement should be
redirected not only to support Minjung 's struggles but
also to recognize the Minjung as the leading force.
Second, it became more clear that the U.S. was on
the side of the people in power rather than on the side
of the majority of people. Many Koreans had thought that
America was saving South Korea from attack by North Korea
and, further, that it had helped Koreans to restore
democracy. However, the Kwangju Uprising helped people
realize that these were just illusions. In fact, during
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the Kwangju Uprising, the U.S. commander in South Korea
gave General Chun permission to use U . S . -controlled South
Korean troops to restore order in Kwangju. "Not long
after, Chun receive the 'honor' of becoming the first
foreign leader to meet with newly-elected U.S. President
Ronald Reagan" (Hart-Landsberg, 1989, p.63). The Kwangju
Uprising helped people realize that the U.S. presence in
South Korea mainly serves the maintenance and protection
of its own geopolitical and economic interests
.
Since the Kwangju Uprising, the popular movement
has increased its commitment to supporting popular
struggles. As the labor movement, the farmer movement,
and the urban poor movement have gained momentum and
become stronger, the Minjung themselves have emerged as a
major leading force of the popular movement.
Further, the popular movement has taken note of the
influence of foreign powers such as the U.S. and Japan in
Korean political economy. It has concluded that as long
as foreign powers intervened in Korean political economy,
Korea could not accomplish democracy internally. In this
context, the movement began to incorporate a struggle for
national liberation into the struggle for democracy.
Thus, the popular movement of the 80s has tried to solve
not only the unequal relationship internally between the
dominant class and the majority of people but also the
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dependent relationship externally between South Korea and
advanced capitalist countries.
However, although the popular movement has
broadened its horizon to cover external problems
(nationality issues) along with internal problems (class
issues), it has not yet been able to accommodate women's
issues. The male dominant structure that has strongly
persisted in the movement has prevented the people
involved in the movement from recognizing how closely the
patriarchal system was intertwined with the dependent
capitalist system, how it has been used to maximize the
interest of dominant powers—not only local capitalists
but also multinational corporations (MNCs), and,
accordingly, how important it was to bring about change
in the unequal relationship between men and women to
achieve social transformation in a true sense. Thus, the
popular movement with its neglect of women's issues could
not fully represent the interests of poor women whose
lives have been affected not only by their class
positioning and nationality but also their gender. In
this context, a popular-based women's movement has
emerged
.
In the following section, I will examine the
emergence of the popular-based women's movement, its
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f from the conservative women's movement, and
its significance.
5 . 4 The Popular-Based Women's Movement
5.4.1 Pro-Government Oriented and Conservative Women's
Movement from the 1950s to the Early 1970s
Socialist-oriented women's movements in Korea,
under the influence of socialism and claiming to
represent the interest of lower class women, started in
the 1920s and 1930s. However, as Japanese repression
intensified, they could not survive. Following
"independence" in 1945, socialist-oriented women's
movements reemerged. However, in 1950, Korea experienced
a civil war and was divided into two parts—south and
north. In South Korea, the sep-up pro-American and pre-
capitalist government crushed any existing social
movements. Under these circumstances, socialist-oriented
women's movements came to a virtual end in South Korea.
In fact, from the 1950s to the early 1970s, there
were no significant women's movements. Many pseudo-
women's organizations existed. However, none of them
earned popular support nor represented the interests of
the majority of women. They were generally leisure-
oriented, for a few privileged female elites or the wives
of government high ranking officials. Politically, these
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organizations were conservative and supportive of the
dominant power
.
5 • 4 . 2 The—Foundation of the Popular Women's Movement in
the 1970s
This situation began to change in the early 70s.
The worsening conditions of poor women in the middle of a
so-called economic "miracle" caught many people's
attention. As a result, many activists attempted to
improve poor women's conditions. Specifically, there were
two distinct groups . The first group was poor women
themselves, in particular women factory workers. The
second group was women intellectuals. Women factory
workers began to struggle to improve their condition
while women intellectuals began to pay attention to poor
women's conditions and tried to find ways to improve
them.
The Struggle of Women Factory Workers
Poor women reacted to their worsening conditions
but their reaction was in general unorganized and
sporadic. However, women factory workers responded to
their worsening conditions in a more collective and
systematic way. Faced with severe repression of the labor
movement, these women workers struggled very
courageously. In fact, in the 1970s, these women workers
were at the forefront of the labor movement.
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In the beginning, women factory workers' struggles
were restricted to improving their working conditions as
workers. They simply demanded higher wages, shorter
working hours, the observation of national holidays and
weekends, and so on. Later, however, they fought to form
democratic unions and to change company polices
unfavorable to them as women.
Numerous women workers ' struggles called for better
working conditions . In the case of the Hai Tai company
which produced biscuits and candies, "the 3,000 women
workers had to endure a long 90 hours a week schedule, 12
hours on weekdays and 18 hours on Sundays" (Christian
Conference of Asia, 1982, p. 53). The workers who could
not stand the long working hours started a long and
painful struggle to reduce their working hours . Managers
and some male co-workers threatened, insulted, and
assaulted them. However, in spite of all the physical
violence and psychological pressure exerted on them,
women workers did not give in. As a result, the company
agreed in 1976 to reduce the work week from 90 hours to
72 hours. Although they won a partial victory, they did
not give up on actualizing an eight hour work schedule.
In 1979, about 200 women workers once again took action
and struggled bravely in the face of all difficulties.
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Finally, they succeeded in gaining an eight hour work
schedule
.
However, the more they participated in labor
movements, the more women workers realized that they
needed labor unions which would support them and
represent their interests. While there were some labor
unions, they were largely co-opted. Under these
circumstances, women workers fought to form new
democratic unions. Despite all the interference,
harassment, and intimidation by companies, the
government, and even some male co-workers bribed by the
companies, some of these female workers succeeded in
forming democratic unions and electing fellow women
workers for president and other union officials.
In fact, forming a democratic union was not the end
but the beginning. It became more difficult to protect a
democratic union. For example, despite all the political
interruptions and repression, women workers in Dong- I
1
Textile Company succeeded in forming a democratic union
and electing women co-workers for president and union
officials. However, since then, they have faced continual
threats to break up the union from the company, the
government, and male workers bribed by the company. In
1978, male workers were sent to the factory by the
government-controlled Federation of Korean Trade Unions
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to break up the union. They kicked and beat women workers
and threw human excrement on them and rubbed it in their
faces, eyes, and mouths. After this incident, women
workers fought even harder.
As a result, in 1981, one hundred and twenty-six
women workers involved in the union were officially fired
by the company. A number of them were arrested by the
government as they were protesting against the company's
unfair and unjust action. In the end, despite all their
efforts, the democratic union was disbanded formally in
1981.
At the beginning of the struggle, they fought more
as workers than as women. However later on a feminist
awareness began to develop gradually. Women workers in
Control Data noticed that they were treated unequally by
the company due to the fact that they were women. In
these situations, they tried to change company policies
unfavorable to women. First of all, they fought to let
women workers stay in the company after marriage. Second,
they fought to obtain paid maternity leaves and equal
opportunity for promotion. In Samsung Pharmaceutical
Company, women workers struggled to earn one hour each in
the morning and in the afternoon for women workers with
nursing babies.
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Thus, women workers endured lonely and difficult
struggles to improve their condition. Of course, they
showed some weakness in their struggles: first, their
organization was not well developed. As a result, their
fight was limited to single companies. In other words,
women workers failed to build any coalitions or
solidarity with workers in other companies. Second, they
focused mainly on economic issues, failing to understand
how their exploitation and oppression was connected to
the larger socio-economic and political system. They did
not realize that their struggle should be political as
well as economic.
Third, although later on they slowly began to be
aware that their exploitation and oppression were also
connected to the fact that they were women, their
feminist awareness was not developed sufficiently enough
to demand the abolition of unequal pay and unequal
working hours between men and women. However, despite
these weaknesses, women workers struggled hard at the
forefront and built a solid foundation for a more
advanced labor movement and more popular-oriented women's
movement in the 80s.
Women Intellectuals
In the 1970s, many women intellectuals were
interested in women's issues in general. Simone de
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Beauvoir, The Second Sex (1953), Kate Millett, Sexual
Politics (1971), Betty Friedan, The Feminine Mystique
(1963) and so on were all translated and published in the
1970s. In 1977, for the first time, a women's studies
program was set up at Ewha University, the largest
woman's university in Korea.
However, among women intellectuals, there grew
criticism about their approach to women's issues. That
is, they noted that their approach to women's issues was
very middle-class centered and western-oriented. They
admitted that they had ignored the reality of the
majority of women and failed to represent their interest.
With this realization, they began to pay more
attention to the lives of poor women and attempted to
connect themselves to these poor women. Further, some,
including prominent Professor Lee Hyo-jae began to study
how various factors such as the division between North
Korea and South Korea, persistent militarism, deepening
dependency of the Korean economy on advanced capitalist
countries, etc, have affected Korean women's conditions.
Further, in an effort to determine the role of Korean
women in the popular movement, they turned to the stories
of Third World women's struggles to achieve democracy and
national liberation.
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Thus, as time went by, these women intellectuals
gradually overcame problems manifested at the beginning
of dealing with women's issues and were involved in
redirecting the existing women's movement into a more
popular-based one.
5.4.3 Reemerqence of the Popular-Based Women's Movement
In the early 1980s, the rapidly changing Korean
socio-economic and political situation altered the
direction of many progressive movements. In particular,
the Kwangju Uprising helped them to develop a broader
base. The women's movement was no exception. In fact,
although the foundation of a more popular-based women's
movement was laid in the 70s, the experience of the
Kwangju Uprising accelerated the reemergence of a more
popular-based women's movement in the early 80s.
Specifically, three factors contributed to the
reemergence of a more popular-based women's movement.
First, more poor women began to be aware that they were
oppressed and exploited as women and to fight for women's
issues. In other words, they rose up as the leading force
of the women's movement. Second, great efforts were made
to formulate a feminist theory that placed women's issues
in a larger political economic context and, in
particular, reflected the needs of poor women. Third,
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more mass-based women's organizations began to emerge and
to form coalitions
.
Poor Women's Struggle as Women
For a long time, farmers have greatly suffered from
the consequences of government's agricultural policies
that kept prices of agricultural produce low in order to
keep workers' wages low in the industrial sector.
Agricultural imports from western countries, in
particular the U.S., have also made their situation even
worse. In fact, most farmers were on the brink of
bankruptcy
.
Under these circumstances, in the early 80s they
began to realize that the only way to survive was to get
together and fight together to protect their rights as
farmers . They staged demonstrations in front of the
parliament building, the U.S. Embassy and many other
places to protest the low-grain price policy and
liberalization of agricultural imports. Here, because
most men were away making money in cities, the
participation of women farmers in demonstrations stood
out
.
Also, women farmers' struggles as farmers helped
them realize that despite their active involvement in
agricultural work, their status was still very low. In
this context, they attempted to have their own
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organizations to deal with their problems as women, and
to have more educational programs to improve their
awareness as women. Further, they tried to build
solidarity with other women's organizations. These
efforts led them to found the Association of Korean Women
Farmers in 1989 (Kim, 1989, p.90).
Since urban poor women were engaged in various
different kinds of work at home or outside, they had not
been able to get together and organize themselves to
improve their condition. When the government attempted to
remove their houses which were illegally built in the
slum areas, urban poor women did fight very vigorously.
Yet their struggles as the urban poor have not led them
to form their own organizations and to address their
issues as women.
In the 80s, women workers also played a leading
role in the women's movement. Of course, women workers
were fighting hard as workers. For example, women workers
helped to overcome the weakness of the 70s labor movement
of limiting struggles to own work sites. They
established the Workers' Welfare Association and also
founded the Committee for the Democratization of Guro
Labor Unions, both of which provided the basis for
solidarity among workers across companies in 1984. As a
result, in 1985, 3,000 workers of ten companies could
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join a solidarity strike with Dawoo workers who were on
strike because their three union leaders were arrested.
However, the more they struggled as workers, the
more they faced limitations in their activities due to
their gender. Under these circumstances, they saw the
need to work together with other women workers and women
intellectuals. For the first time, 2,500 women workers
from different factories met together in the '85
Convention for Women Workers (Kim, Ji-soo, 1988, p. 303).
In the Convention, women workers were able to increase
their self-esteem as women workers and promote
cooperation among themselves. Further, women workers
built solidarity with women intellectuals involved in the
women's movement.
Because more women workers recognized a need to
have a separate and autonomous organization to deal with
women's issues, the Association of Korean Women Workers
was foimied in 1987. This Association strived to eliminate
inequalities between women workers and men workers while
stressing the important role of women workers in the
labor movement. Specifically, the Association has
demanded the abolition of unequal wages, unequal working
hours, and unequal bonuses, and, further, demanded equal
pay for family allowances in their struggles. The
Association emphasized that wives of workers should take
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the women's movement and labor movement. It
became common in the 80s labor movement for wives of
workers to join demonstrations and sit-ins hand in hand
with their husbands and other workers
.
Development of a More Appropriate Feminist Theory
Since the early 70s, many western feminist theories
have been introduced. In particular, Marxist feminist
theory and Socialist feminist theory have strongly
influenced women intellectuals. However, feminist
scholars soon realized that neither of them were
appropriate to deal with the unique and different
situation of Korean women, in particular, Korean poor
women. In this context, there was a strong need to
develop a feminist theory which would be more responsive
to the needs of Korean women.
Many feminist scholars such as Sim Jung-in (1985),
Park Chung-yul (1986), Lee Seung-hee (1987) and others
have been involved in developing a more proper feminist
theoretical framework for Korean women. Although none of
them has yet come up with a more comprehensive and
complete theory, they have attempted to show
theoretically how women's subordination have been used by
the dominant power to maximize its interest. For example,
they have argued that it is the dominant power who earns
most from the condition in which women workers are paid
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less than 50% of their male counterparts. Also, middle
class housewives engaged in housework without pay also
contribute to enriching the dominant power.
Given that, these scholars agree that women's
liberation should be an integral part of the popular
movement, i.e. national democratic movement, which aims
at fundamental structural transformation of the dominant
system. However, they also recognize that since women's
subordination is perpetuated through its own mechanism,
i.e. the patriarchal system, women's liberation is harder
to achieve.
Under these circumstances, they argue that a
struggle to eliminate the patriarchal system should be
accompanied along with the struggle to eliminate the
dependent capitalist system. However, since the popular
movement has not made enough effort to eliminate the
patriarchal system, they claim that a women's movement
with its own autonomy and close association with the
popular movement should be activated. Further, they
stress that in the women's movement, poor women should be
the leading force and their problems should be given
first priority. Also, they say that it is important to
receive middle class women's support because although
they are not exploited as much as poor women, they are
still exploited by the dominant power and have the
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potential to be as radical as poor women in the women's
movement
.
More Popular-Based Women's Organizations
As the need for separate women's organizations has
grown since the 80s, many progressive and popular-based
women's organizations have been created. The Association
of Korean Women for Friendship was established in 1983 as
the first women's organization since 1930s, which made it
clear that it was not a women's organization for rich
women. Officially, the Association said that it would
represent the interest of the majority of women and work
to accomplish the equality and humanization of these
women
.
Since then, the Association of Korean Women
Workers, the Association of Korean Women Farmers, the
Association of Korean Women for Democracy and Friendship
(in fact, the Association of Korean Women for Friendship
was dissolved into the Association of Korean Women for
Democracy and Friendship in 1986), the Council of Family
Movements for Democratization, The Telephone of Women,
the Association of Female College Students, and the
Association of Korean Women Farmers, and others were
formed. Also, women's branches were established in
existing progressive organizations.
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In fact, each women's organization targeted a
f group of women. In order to increase its own
membership, monthly newspapers would be issued,
educational programs carried out, and cultural events
held. For example, the Association of Korean Women for
Democracy and Friendship issued a monthly newspaper
called "Women Going Together." It also opened a special
class called "One Mind Classroom.
"
These popular-based women's organizations basically
shared a similar view of the women's movement. They
agreed that women's oppression and exploitation resulted
from the existing dependent patriarchal capitalist
system. Accordingly, the women's movement should be a
part of the national democratic movement. However, at the
same time, a need was seen to address women's issues
separately since they were often easily reduced to a
secondary status . Although these organizations tried to
respond to the needs of the majority of women including
middle class women, they recognized that above all, the
needs of poor women should be addressed because they were
most exploited and oppressed. Also, they agreed that it
should not be middle class women or women intellectuals
but poor women who lead the women's movement.
The more these progressive women's organizations
grew, the more women involved in them realized that there
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was a need to form a coalition among these organizations.
In this context, the Korea Women's Associations United
(KWAU) was formed in 1987 as a national coalition of
various women's organizations. Currently, it has 25
member organizations
. It issued its own newspaper called
"Democratic Women." It focused on the promotion of
solidarity of member organizations and further, intended
to take collective actions against any repressive forces
which put down the women's movement and the national
democratic movement. Specifically, the relationship
between each organization and KWAU was loose. Whenever
needed, all the 25 organizations would get together and
fight together. However, at the same time, each
organization had its own autonomy and its own domain was
respected.
5.4.4 Importance of the Popular-Based Women's Movement in
the Popular Movement
Although the popular-based women's movement is
still at an initial stage, it has already had an
influence on the male-oriented national democratic
(popular) movement. Progressive and popular-based
political organizations which have strived to build a
united front against a well-organized ruling power,
finally formed a coalition called the National Democratic
Movement Federation (NDMF) in January 1989. The NDMF
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represented an important political advance in the sense
that it was the first open attempt to create a coalition
of these popular organizations. The NDMF steering
committee was made of representatives of various groups.
As a matter of fact, along with other popular
organizations such as labor organizations, farmer
organizations, and urban poor organizations, the Korean
Women's Associations United (KWAU) was actively involved
in the process of forming the NDMF and became a major
representative of the NDMF.
Thus, the existence of a popular-based women's
movement does and will strengthen the popular movement.
In particular, it will show theoretically and practically
that women's subordination has been used to maximize the
interest of the dominant power and to maintain and
reinforce the existing exploitative and oppressive
system. Further it will promote the notion that women's
issues should be treated as seriously as class issues or
nationality issues in the national democratic movement in
order to achieve social transformation. In other words,
the popular-based women's movement will try to
incorporate women's issues in the national democratic
movement, to make the national democratic movement more
complete, and eventually, to achieve social
transformation in a true sense.
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Thus, the popular-based women's movement should be
more developed further to build a solid foundation in the
national democratic movement. At the same time, it should
keep pressuring the national democratic movement until it
is fully aware of the seriousness of gender inequalities
deeply embedded in the existing system and actively
engages itself in changing them.
However, the development of the popular-based
women's movement and eventually, the advancement of the
national democratic movement will not come easily. These
are heavily dependent on how actively poor women are
involved in the movement. In other words, poor women are
needed, who are conscientized as poor Korean women and
also, willing to participate in the movement as change
agents
.
In this context, people involved in the women's
movement have begun to pay special attention to
education. In particular, the form of education they are
interested in is, first of all, one that raises the
feminist consciousness along with the critical
consciousness. Further, education should help poor women
to restore their self-esteem as poor Korean women , to
organize themselves, and to lead them into first the
women's movement and further the national democratic
movement
.
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CHAPTER 6
EDUCATION AND POOR KOREAN WOMEN
6 . 1 Introduction
As the popular women's movement has grown, people
involved in the movement have begun to see a need for
educating poor women as a leading force of the women's
movement and the popular movement. Of course, the type of
education they are interested in is not conservative and
status-quo oriented. Further, they are not satisfied
either with the form of education which only addresses
class issues and nationality issues that poor women face
in the productive sphere as factory workers, farmers, and
informal workers
.
What these feminist activists want is a foinn of
education which addresses all the issues comprehensively,
which poor Korean women face in their lives—not only
class issues and nationality issues but also gender
issues. In other words, the form of education that they
are interested in deals seriously as well with gender
issues that women face in being solely responsible for
the reproductive sphere as mothers and wives
.
In fact, many forms of education such as formal
education, some conservative nonformal education and
Minjung Kyoyuk (popular education) have been available
for poor Korean women. However, it appears that none of
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them is an appropriate form of education for poor Korean
women. Foimial education and most nonformal education
programs basically serve to maintain the status-quo and
to represent the interests of people in power. Although
Minjung Kyoyuk in the form of Nodong Yahak has helped
poor women workers to be aware of their exploitative and
oppressive situations as workers and to take actions to
change their situations, it has been criticized for its
blindness to women's issues.
In this chapter, I will look concretely into
different forms of education available to poor women and
examine applicability as an appropriate form of education
for poor women. First of all, I will briefly examine
formal education and other conservative nonformal
education to find out to what extent poor women have
access to them and what functions they serve. Second, I
will investigate Minjung Kyoyuk in depth. In specific, I
will examine its relationship with the popular movement,
its origin, its change in accordance with changes in the
popular movement, its contributions, and its limitations
as a viable form of poor women's education.
6 . 2 Formal Education
Formal education in Korea is generally assumed to
be the most important form of education in the sense that
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it provides people with knowledge, skills, and behavior
that they need to live as "decent" human beings in modern
society. However, this assumption is not always true for
all portions of the population, particularly poor women,
because they have very limited access to it.
In particular, the educational level of female
farmers is relatively lower than that of other poor
women. In fact, 40.2% of female farmers could not go to
school (Lee Byung-cheul, 1985, p. 251). As a result,
illiteracy is still common among female farmers. One
study showed that the illiteracy rate among female
farmers was 13.4% in 1984 (Korean Catholic Church, 1984).
The educational level of female factory workers
tends to be a little higher than that of female farmers.
Most of them have at least an elementary school level of
education. Some of them have finished junior high school
and even senior high school. However, compared to male
factory workers, their education level is much lower.
According to statistics published by the Labor Ministry
in 1983, 69.2% of total employed female workers were at
the junior high school or lower level while 44.0% of
total employed male workers were at the junior high
school or lower level (Kim, 1986, p.70). Although
official data showing education levels of urban poor
women is not available, it can be easily assumed that
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their education level is not much different from female
farmers' or female workers' educational levels.
Thus
,
it appears that poor Korean women have very
limited access to formal education. Besides, formal
education has not helped these poor women understand
their oppressive and exploitative situations in the
larger context. Formal education is usually used to
convince poor women that the main cause of their poverty
and misery is not the system but they themselves
.
Therefore, no matter how long they spend in school, they
cannot learn how to be critical of their situations.
Instead, poor women learn how to accept the existing
dominant system as it is, how to be fit into the bottom
level of the existing structure, and how to be quiet and
apathetic about their oppression and exploitation.
Thus, it is hard to expect formal education to be
an appropriate form of education that feminist activists
need for poor women's education, because in nature it is
conservative and, further, provides poor women with only
limited educational opportunities
.
It appears that most nonformal education programs
available to poor women are not much different from
formal education in playing a conservative role and
providing limited opportunities. In the following
section, I will briefly examine different forms of
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conservative nonformal education available to poor Korean
women
.
6 . 3 Conservative Forms of Nonformal Education
6.3.1 Government-Sponsored Nonformal Education
New Community Education has sought to increase
educational opportunities for poor female farmers.
However, in reality, only rich female farmers have
benefitted from it (Kim, 1985, p.l49). Also, instead of
contributing to improving their living conditions or
protecting poor female farmers' interests. New Community
Education has been used as a tool of delivering and
carirying out government agricultural policies and,
further, as a tool of supporting the existing dominant
system by teaching the importance of national security
and the supremacy of capitalism (Lee Byung-cheul, 1985,
p. 234 )
.
More diverse forms of nonformal education are
available to female factory workers because most of them
are young and, accordingly, expect to have more
education. In particular, since the importance of female
factory workers increases in the South Korean economy due
to the export-led economic strategy based on labor
intensive light industries, it becomes crucial for the
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South Korean government to be involved in "educating"
them.
High School, Schools Attached to Industries,
Special Night Classes and many other forms of night
schools have been established by the government. On the
surface, the goal of these schools is to provide
educational opportunities to female factory workers who
drop out of school due to economic difficulties.
However, in reality these schools are not very
successful in increasing educational opportunities for
these female factory workers. For example, those who
enroll in Radio High School must pay fees (entrance fees,
tuition, textbook fees, etc.) and set aside time to
listen to radio instruction every night from 10:30 to
11:00 p.m. (Spencer, 1988, p.l22). Further they should
take lectures or examinations and quizzes every Sunday
(Spencer, 1988, p.l22). Thus, for those female workers
who work 12-14 hours a day and often work on Sundays, it
is hard to enroll in the school. Even after they enroll,
it is hard to continue.
Schools Attached to Industries or the Special Night
Classes are not different from Radio High School for the
same reasons. First of all, students have to pay fees.
Further, their work schedule often does not allow them to
attend classes. Usually, classes are held between 5
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o'clock and 9 o'clock at night (Park Myung-jin, 1982,
32). But many workers have to work until 7 o'clock or
even later. Besides, the Schools Attached to Industries
can be established only in companies with more than one
thousand employees, and Special Night Classes only in
companies with less than one thousand but more than 100
employees (Cho Jae-do, 1988, p. 142). Accordingly, many
of female workers employed by small companies with less
than 100 employees cannot benefit.
Also, these forms of nonformal education do not
help female factory workers critically analyze their
situations. In fact, on the surface, their main focus is
to help students pass equivalency tests and eventually to
integrate them into formal education. Therefore, they are
arranged in the same manner as formal education. Their
teaching content and method are all the same and they use
the same textbooks . The relationship between teachers and
students is the same as that in formal education. As a
consequence, these programs serve the same function as
formal education, i.e. the maintenance of the status-quo.
In particular, they help student to escape from their
painful reality by diluting their frustration over
dreadful working conditions and developing false
expectations that if they study hard, they will have a
better future
.
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Since the government does not see any need to
"educate" urban poor women, there are not any distinct
foirms of government-sponsored nonformal education
available to them.
6*3.2 Privately-Sponsored Nonfoirmal Education
Along with government-sponsored nonformal
education, there have been privately-sponsored night
schools (Yahak) . The first form of night school is
Kumjung Kosi Yahak (night schools for equivalency tests).
The main goal of Kumjung Kosi Yahak is to provide young
poor people (most of them women) with opportunities to
learn what they are deprived of by not being able to go
to school, and to help them pass equivalency tests and
eventually be integrated into the foirmal educational
system. Therefore, Kumjung Kosi Yahak is run the same way
as formal education. They use the same curriculum, the
same textbook, and the same teaching method. The
relationship between teachers and students is top-down
and hierarchical. Students are considered as just passive
recipients of knowledge.
Those who have initiated Kumjung Kosi Yahak are
college students and churches. College students with more
education and time witness the misery and poverty of
those young working people and attempt to help them
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improve their conditions by providing them with
opportunities to learn. However, since these college
students cannot understand the misery of young poor
people in a larger socio-economic and political context,
and cannot relate their affluent lives to the miserable
lives of young poor people, their attitude toward Minjung
becomes very condescending. Further, instead of helping
students to critically analyze their conditions, these
college students instead help Minjung develop false
expectations and accept their present situations.
Churches are also involved in Kumjung Kosi Yahak.
However, they consider their involvement as part of
missionary work. In other words, seeing the miserable
conditions of poor people, churches turn to education to
save poor people from their poverty and misery. However,
their approach to the problem is religious and status-quo
oriented
.
Another form of night school is a skill-oriented
night school called Sang Whal Yahak. It is also run by
college students. It has emerged in the context in which
Kumjung Kosi Yahak has been unpractical and unrealistic.
Thus, Sang Whal Yahak tries to be more practical and
realistic by teaching skills to poor people (Minjung)
.
However, since teachers in Sang Whal Yahak focus too much
on skills, they fail to provide students with critical
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knowledge with which students are able to critically
understand their oppressive and exploitative situations.
Also, even the skills they teach are not reflective of
the real needs of their students. Usually, they end up
teaching flower arrangement, calligraphy, Chinese
characters, etc. (Yahakin, 1983, p. 164). Thus, Sang Whal
Yahak cannot help poor women critically understand their
situations and practically improve their conditions.
Thus far, I have briefly examined conseirvative
forms of nonformal education available to poor women.
Although they are provided to poor women for the purpose
of increasing educational opportunities, there are not
many poor women who benefit from these opportunities.
Although it appears that more opportunities have been
given to female workers than other poor women, even
female workers cannot fully enjoy them because as full-
time and low-wage workers
,
they do not have time and
money. Besides, since conservative forms of nonformal
education more or less serve to maintain the existing
system, they cannot help poor women critically understand
their oppressive and exploitative situations as poor
Korean women in a larger context and to find ways to
improve their situation. Thus, like formal education,
most nonformal education programs which are conservative
in nature cannot contribute much to the education of poor
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Korean women in becoming a leading force of social
transformation
.
Paralleled to formal education and conservative
forms of nonformal education, Minjung Kyoyuk (a Korean
version of popular education) has provided educational
opportunities to those who placed at the bottom of
society and left out of formal education, while not
serving to maintain the existing dominant system. Rather,
it intends to raise the critical consciousness of poor
people and lead them into the popular movement.
In Minjung Kyoyuk, poor women are considered
important subjects of education because they are the most
oppressed and exploited by the dominant system. However,
it is questionable whether Minjung Kyoyuk can be an
appropriate form of education for poor women because
Minjung Kyoyuk has some limitations in addressing the
complexity of poor women's issues. In sum, although
Minjung Kyoyuk has succeeded in bringing out class issues
and nationality issues, it has failed to deal with gender
issues. Nevertheless, since Minjung Kyoyuk has
contributed to educating poor women to critically
understand their oppressive and exploitative situations
in a larger context as factory workers, farmers, and
informal workers, and actually leading them into the
popular movement, it is true that it has more potential
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to develop into a more appropriate form of education for
poor women.
In this context, I will, in the following section,
concretely examine Minjung Kyoyuk in depth in order to
out how much it has contributed to poor women's
education. Specifically, first, I will briefly examine
Minjung Kyoyuk under Japanese rule. Second, I will look
in detail into Minjung Kyoyuk in the form of Nodong Yahak
in the 1970s and in the early 1980s—contributing factors
to the reemergence of Minjung Kyoyuk, its development,
its specific details, its contributions, and its
limitations. Third, I will examine the recent trend of
Minjung Kyoyuk and its future prospects.
6 . 4 Minjung Kyoyuk
Minjung Kyoyuk is a Korean version of popular
education. In other words, in Korean, the word, "Minjung"
refers to people who are politically oppressed,
economically exploited, and have little or no access to
education, while "Kyoyuk" means education.
The main goal of Minjung Kyoyuk is to raise the
critical consciousness of poor people (Minjung) so that
they can analyze their situations critically, realize the
need for fundamental structural transformation for their
liberation, and actually participate in the process of
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social transformation as a leading force. Thus, Minjung
Kyoyuk has been an indispensable part of the popular
movement that aims at bringing about social
trans formation
.
In fact, as the focus of the popular movement has
changed over time, the role of Minjung Kyoyuk has changed
accordingly. When Minjung Kyoyuk started under Japanese
rule, it mainly functioned to promote nationalism because
the main focus of the popular movement was to restore
independence from Japan. When Minjung Kyoyuk reemerged in
the 70 's, the main concern of the popular movement was
the accomplishment of democracy
—
political and economic.
The popular movement tried to replace the military
dictatorship with a democratic government and, further,
to achieve economic justice for the Minjung. Accordingly,
Minjung Kyoyuk attempted to upgrade the political
consciousness of the majority of people so that they
could understand how important it was to accomplish
political democracy. Also, Minjung Kyoyuk tried to
educate the Minjung, in particular factory workers to
realize how badly they were exploited by those in power
and, further, how they could improve their conditions.
Since the mid-80's, the popular movement has begun
to be concerned with nationality issues as well as class
issues. That is, it has focused on democratization
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internally and on national liberation externally. Under
these circumstances, Minjung Kyoyuk has served to raise
the critical consciousness of the Minjung on how they
have been exploited and oppressed by the few powerful
elites as well as by advanced capitalist countries and on
how crucial it is to participate in the popular movement
as agents of change.
In this section, I will concretely deal with
Minjung Kyoyuk since the 70 's. However, before getting
into it, I will briefly look into Minjung Kyoyuk under
Japanese rule.
6.4.1 Minjung Kyoyuk under Japanese Rule
Historically, in the early twentieth century Korea
was in transition: tradition strongly remained and at the
same time, the western influence was flooding Korea.
Korea was the prey of powerful neighboring countries such
as Japan, Russia, China and many other western
superpowers . Japan was the winner of the imperialist wars
over Korea and therefore, Korea became a Japanese colony
in 1910. Koreans, with a long history of independence,
struggled against it. Some people committed suicide.
Others joined righteous armies fighting against Japan.
Others were involved in the educational movement called
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Ae—kiik Gae—mong Un—dong (the Educational Movement for
Nationalism)
.
Those people who initiated Ae-kuk Gae-mong Un-dong
argued that the reason Korea was occupied by Japan was
that most people in Korea were uneducated and ignorant.
Accordingly, in order to restore independence, they
claimed that most of all, Korean people should be
educated. However, they were also well aware that since
Japan intentionally tried to limit opportunities to
formal education to a few pro-Japanese elites, the
majority of Korean people had virtually no access to
formal education.
In this situation, they began to establish many
night schools (Yahak) to educate peasants, workers,
female peasants, female workers, and their children.
Thus, Minjung Kyoyuk started in the form of night school
under Japanese rule. Interestingly, regardless of whom
they educated, all the night schools were at that time
called Nodong Yahak (worker's night schools). Since Park
Eun-sik, a famous nationalist, used the term workers'
night school (Nodong Yahak) for the first time in 1908,
it became widely used to refer to any kind of night
school which aimed at educating Minjung basic literacy
and numeracy, and promoting their nationalistic feeling
and social awareness (Oh, 1984, p.322).
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The first form of Nodong Yahak appeared in 1905.
From then, the number had gradually increased and reached
to about 100 in 1920 (Oh, 1984, p.323). As a result of
the March 1st movement in 1919, the first massive protest
against Japanese rule to which Nodong Yahak gave
important momentum, Japanese brutal repression softened
somewhat and Nodong Yahak had accordingly the opportunity
to flourish. It has been assumed that the number of
workers ' night schools increased to a couple of hundred
thousands throughout the country in the early 1920s (Oh,
1984, p. 323). Not only individuals with strong
nationalistic feeling but also social organizations like
labor unions and peasants unions were engaged in
spreading Nodong Yahak. Some of them also began to foster
socialist ideas due to the influence of the Russian
Revolution (Lee Dong-han, 1984, p. 228).
Further, there were attempts to form a nation-wide
coalition among night schools for training teachers and
making textbooks collaboratively . However, as Nodong
Yahak became stronger, the colonial government realized
its potential to grow as a major tool of the national
independence movement and began a severe effort to crush
Nodong Yahak. Consequently, by the middle of the 1930s,
almost all workers' night schools with nationalist and
socialist elements disappeared (Lee, 1984, p. 229).
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Specifically speaking. Nodong Yahak under Japanese
rule was held for two to three hours every night (Oh,
1984, p. 330)
.
There were two kinds of classes: intensive
and regular (Oh, 1984, p. 330). The length of a regular
course was one year. Students of Nodong Yahak were all
poor peasants because Korea was still a predominantly
agricultural society. However later on, as the number of
factory workers began to increase, more night schools
were established for factory workers (Oh, 1984, p. 327).
Also, in the beginning only intellectuals served as
teachers. However, later on teachers were coming from the
Minjung, too.
Since the main focus of Nodong Yahak was to promote
nationalism and reinforce the spirit of independence,
teaching Korean language, history, and geography was
highly emphasized. It was particularly important under
the circumstances where the colonial government forbade
Koreans to learn Korean language and Korean history in
the formal educational system.
Basic literacy, numeracy, and some agricultural and
business skills were also taught (Oh, 1984, p. 331).
Concrete and practical issues directly related to the
lives of Minjung such as the caste system, the early
marriage system, and health were discussed as well. Since
teaching content was very different from that of formal
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education, the teaching method that formal education used
was not considered proper. Rather, importance was given
to discussion and students' participation in class.
Further, Nodong Yahak under Japanese rule made
special efforts to educate poor women as poor Korean
wom^. Under Japanese rule, the conditions of poor women
were extremely bad. Poor women suffered from economic
destitution combined with political repression.
Confucianism was in strong persistence and affected
women's lives negatively. It was entirely impossible for
them to go to school. In this situations. Nodong Yahak
encouraged poor women to attend regular coed Nodong
Yahak. In addition, some night schools were established
for those women who were not allowed by their parents or
husbands to study together with other men (Yahak, 1985,
p. 159).
In Nodong Yahak, women received basic education.
They learned how to read and how to count. Also, they
learned Korean history, Korean language, customs and so
on. Further, women developed the critical consciousness.
As a result, they were able to understand how Korea was
colonized and what Koreans should do in order to restore
independence. Thus, workers' night schools promoted poor
women's nationalism.
224
At the same time, they provided poor women with
opportunities to comprehend how they were oppressed as
women. For example, in regular Nodong Yahak, women's
issues were taught as a regular subject (Oh, 1984, p.
331). Problems with the existing early marriage system
and the prevailing inequality between men and women were
selected as important topics for discussion.
Thus, Nodong Yahak under Japanese rule tried to
deal comprehensively with the problems that poor Korean
women faced at that time as poor Korean women . As a
result, more poor women could participate in the national
independence movement and the women's movement (Lee Dong-
han, 1984
,
p. 227 )
.
Unfortunately, since Nodong Yahak 's forced closure
and disappearance in the middle of the 1930s, any
distinctive form of Minjung Kyoyuk did not reemerge in
South Korea until the 1970 's. However, that does not mean
that the lives of Minjung had gotten any better. In fact,
their living conditions had worsened.
In this context, it is interesting to pose the
question why there did not exist any distinctive form of
Minjung Kyoyuk in the face of worsening conditions for
the Minjung. As a matter of fact, not much research has
been done to answer this question. However, it is
generally assumed that the Korean War led to the
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elimination of radical popular movements in South Korea
in the '50s and '60s, which affected as well the fate of
Minjung Kyoyuk (Lee Dong-han, 1984, p. 222).
6.4.2 Minjung Kyoyuk in the form of Nodona Yahak in the
1970s
'Two Contributing Factors to the Emergence of Nodona Yahak
After a 40 year absence, Minjung Kyoyuk reemerged
in the 1970 's in the form of Nodong Yahak. However,
unlike Nodong Yahak under Japanese rule. Nodong Yahak in
the 70 's was strictly for factory workers only. In fact,
two groups—factory workers as students and intellectuals
(mostly, college students) as teachers—contributed to
the reemergence of Minjung Kyoyuk in the 70 's.
The first group is factory workers. As the South
Korean economy took on the strategy of export-led growth
based on light labor-intensive industries, the importance
of securing the cheap labor force increased. Because of
this, the South Korean government severely crushed any
moves taken by factory workers to improve their working
conditions. At the same time, the South Korean government
set up some night schools in the 60s and 70s for the
purpose of diluting workers ' frustrations over present
working conditions and of developing the false
expectation that if they studied hard, their conditions
would be better in the future.
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However, it did not take workers long to realize
that all their expectations were just an illusion. First
of all, they could not find enough time as full time
workers to catch up with what they were taught and could
not make time to study for examinations or quizzes. Often
they could not attend classes because they had to work
overtime
.
Second, they did not have enough money to pay
school fees—entrance fees, tuition, and others. Their
low wages which were far below minimum living expenses
were not sufficient even for their survival. Accordingly,
statistics showed that in the case of those who enrolled
in conservative types of night schools, on the average
only one out of one hundred incoming students (1.2%)
could pass the high school equivalency test and only five
to six out of one hundred incoming students (5.5%) could
graduate (Yahakin, 1985, p. 163).
Under these circumstances, factory workers slowly
realized that the only way to improve their conditions
was to fight for it. However, they also knew that it
would not be easy. Their struggles to better their
conditions were considered a significant threat to people
in power because their legitimacy to remain in power came
from economic development based on the sacrifice of a
cheap labor force. In this context, factory workers knew
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that they had to fight more effectively and
systematically in order to improve their conditions in
the face of brutal governmental repression. They also
understood that in order to fight more effectively and
systematically, they above all needed a form of education
that would equip factory workers with the capability to
analyze their situations critically in a historical
context, and lead them to organize themselves and
participate in the labor movement.
The second group is intellectuals, most of whom
were college students. In fact, they built up frustration
and dissatisfaction over Park's military government. Most
of all, they questioned the legitimacy of the military
government and demanded political freedom and democracy.
College students organized demonstrations in order to put
pressure on the military government. In return, the
government, threatened by their organized action,
brutally repressed the student movement. As a
consequence, those involved in the student movement were
often arrested, tortured and jailed. The brutal
repression did not, however, weaken the student movement.
It was in the early 70 's that students began to
turn their attention to the poor and miserable conditions
of the Minjung, in particular, factory workers. The
turning point was the death of Chun Tae-il, a garment
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factory worker in 1970. Chun Tae-il was extremely
frustrated with the working conditions that factory
workers faced. He began to question why workers including
himself earned so little even though they worked 12-14
hours and why there were no efforts made by the
government or intellectuals to improve workers ' miserable
working conditions
.
Despite a lonely and painful struggle, he could not
find any solutions and in the end, set himself on fire.
Chun Tae-il 's death shocked many socially conscientious
intellectuals and students, and made them realize that
they neglected the urgency of Minjung's demands. Under
these circumstances, intellectuals and students tried to
find out what conditions factory workers were in and what
they could do for them.
Soon these intellectuals and college students
realized that workers need education badly, education to
help them critically understand their exploitative and
oppressive situations. However, they also knew that
factory workers did not need more formal education or
Kumjung Kosi-oriented night schools because they
contributed to maintaining the status-quo and at the same
time to keeping them quiet and apathetic about their
oppressive and exploited situations. In this context,
intellectuals and students tried to develop a new form of
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education, Minjung Kyoyuk, which reflected the needs of
the Minjung. Paulo Freire's famous book
,
_Peda^ogy_gf_yie
Oppressed, was introduced in the early 70s, and
influenced them a great deal in creating the new teaching
content and teaching methodology.
Thus, Nodong Yahak in the 70 ^s had been developed
by intellectuals in response to the urgent needs of
factory workers
.
Development of Nodong Yahak
Since the first form of Nodong Yahak appeared in
1975, despite political repression and interference, more
Nodong Yahak were established. In some cases, Nodong
Yahak grew out of Kumjung Kosi Yahak. Many college
students and intellectuals, and some churches,
particularly the urban industrial missionary churches,
were actively involved in separately setting up Nodong
Yahak around factory sites. Although no official record
of the number of Nodong Yahak existed, it is presumed
that by the early 80 's, a couple of hundred Nodong Yahak
were at least formed (K.S.C.F., 1985, p.l23).
As the number of Nodong Yahak increased, many
attempts were made to improve Nodong Yahak qualitatively.
In 1980, a Yahak committee was formed. This Yahak
committee had three objectives: first, to develop more
advanced and unified teacher training programs; second.
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to systemize curricula among Nodong Yahak; third, to make
textbooks more appropriate to the needs of students.
Therefore, the committee set up three branches—teacher
training, curriculum and textbook branches for the
purpose of accomplishing its objectives. Further, this
committee made efforts to develop a theory on Minjung
Kyoyuk and to set the future direction for Minjung Kyoyuk
(Yahak, 1985, p. 166). However, as political repression
became intense, the Committee was not able to survive.
Although the committee was gone, the need for
separate Nodong Yahak to work together still strongly
existed. In 1982 and 1983, there were regular meetings
among Yahak teachers. In these meetings, teachers
discussed the characteristics, direction and management
of Nodong Yahak. They also made teacher training programs
and developed textbooks and teaching methods. Further,
they took initiative in doing research on consciousness
levels of Nodong Yahak students (Lee, 1984, 236). In
1983, again, there was an attempt to form a Yahak
Coalition.
However, unfortunately, at the beginning stage the
government discovered and crushed it severely. Following
the incident of the Nodong Yahak Coalition, the
government intensified its repression on Nodong Yahak. It
labelled Nodong Yahak as educational agencies to promote
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socialist ideas and teachers as socialists (Yahak, 1985,
p. 166). All the people involved in Nodong Yahak, not
only teachers but also students, were arrested, tortured,
and jailed. Consequently, on the surface. Nodong Yahak
entered a temporary slow-down period.
Nevertheless, people involved in Nodong Yahak did
not give up. Instead, they used this time to reflect on
Nodong Yahak in depth, to try to overcome the weaknesses
rooted in Nodong Yahak, and to set the future direction
for Nodong Yahak. In fact, they found out that although
Nodong Yahak contributed to developing workers ' critical
consciousness and to leading them into the labor
movement. Nodong Yahak failed to understand workers from
their perspective (Lee Mee-sook, 1985, p. 31) . Rather,
Nodong Yahak made workers more like intellectuals,
isolating them from their own community.
Further, Nodong Yahak failed to value the
experience, culture, behavior and language of workers. In
these situations, they tried to improve Nodong Yahak.
They suggested that Nodong Yahak should take the form of
small circles in order to bring teachers and students
closer and, further, to make Nodong Yahak more responsive
to the real needs of workers and more worker-oriented.
Thus, despite all the political repression and
interference, those involved in Nodong Yahak—not only
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teachers but also students—made a continuous effort to
develop Nodong Yahak into a better form of Minjung
Kyoyuk
.
Concrete Details of Nodong Yahak
Most students in Nodong Yahak were young women aged
15 to 25 because they constituted in the main the cheap
labor force (K.S.C.F., 1983, p. 124). Having left school
because they were poor, they tended to have strong
desires to continue to study. Accordingly, most of them
had already tried Radio High School or K\imjung Kosi
oriented night schools or other forms of government-
sponsored night schools, but they could not see much hope
in them. Nevertheless, it took courage for them to enroll
in Nodong Yahak because they were often told that Nodong
Yahak was run by "communists" trying to indoctrinate them
with leftist ideas.
Many ways led them to Nodong Yahak. Among them, the
most frequent way was through friends who had already
enrolled in Nodong Yahak and knew that Nodong Yahak tried
to help them improve their condition. Once they enrolled
in Nodong Yahak, they knew that Nodong Yahak was entirely
different from formal education and other conservative
nonformal education.
Nodong Yahak provided students with courses like
labor laws, Korean history, Korean economy, Korean, and
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Chinese characters (Yahakin, 1983; Christian Yahak
Coalition, 1985). In each course, only concrete topics
relevant to the lives of workers were dealt with. For
example, in a course on the Korean economy, students
learned about the wage, the relationship between the wage
and minimum living expenses, the relationship between the
wage and prices, etc. They also learned some skills such
as knitting, sewing, and Korean folk songs and
traditional dance (Talchum) as extracurricular activities
(Yahakin, 1983; Christian Yahak Coalition, 1985).
Since teaching content was different from that of
formal education, the teaching method was accordingly
different from those of formal education and other
conseirvative nonformal education. Teachers strongly
influenced by Paulo Freire applied his teaching methods
such as problem posing education, dialogue, discussion
and participation to Nodong Yahak (Kim, 1985, pp. 97-
101 ) .
However, recently, more teachers began to be aware
that Korean situations were different from the Latin
American situations that Paulo Freire was based on. For
example, whereas in Latin America, the illiteracy rate
amounted to 80% and religion played a great role (90% of
the population were Catholic), in Korea the illiteracy
rate was lower than 10% and religion played a relatively
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small role (K.S.C.F., 1980, p. 112). Thus, teachers in
Korea have attempted to utilize traditional teaching
methods such as lecturing and question-and-answer that
most students were accustomed to. A new teaching method
like experiential method was also developed, which leads
students to gain knowledge through concrete experience
(Christian Yahak Coalition, 1985, p. 47-60).
Nodong Yahak also tended to be much shorter and
much more intense than other forms of education including
formal education. The length of Nodong Yahak usually-
varied from 3 months to 2 years. However, most programs
lasted six month or one year. Students met 3 to 4 times a
week and 5 times at a maximum. Each meetings lasted two
hours. Although there was a strong desire to increase
class hours among teachers and students, the specific and
difficult situations that students faced as full time
workers (often, being asked to do overtime) did not make
it possible (Lee Dong-han, 1984, p. 237) Therefore,
Nodong Yahak tended to cover a lot of material in a short
period of time, consequently becoming much more intense
than other forms of education.
Further, Nodong Yahak gave special attention to
teacher training and selecting proper textbooks . Since
teachers were, in most cases, volunteer college students
or college graduates, they needed professional training
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to be teachers, particularly in the context where they
were supposed to teach factory workers labor laws,
workers' rights, and the current Korean political and
economic situations, while not being very familiar with
them. Therefore, teacher training required two to three-
month intensive training.
The training consisted of seminars, training in
factories, regional surveys and teaching practice
(Christian Yahak Coalition, 1985, p. 116). For example,
in the seminar, teachers-to-be acquired not only
knowledge about workers, Korean political economy, and
Nodong Yahak, but also skills on teaching methodology,
textbook selection, and Yahak management. They also
received special training on the attitude teachers should
have as Nodong Yahak teachers; in the past, because
teachers considered teaching at Yahak temporary work or
side work and left Yahak in the middle of the semester,
many Nodong Yahak got into trouble (Lee Dong-han, 1984,
p. 237). Thus, more recently. Nodong Yahak provided
teachers-to-be with intensive and difficult training to
make them more qualified.
Since teaching content was different from that of
formal education and other conservative nonformal
education, selecting proper textbooks was not easy. In
the beginning, teachers made textbooks on their own.
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However, as Nodong Yahak developed, there grew a strong
need to systemize textbooks. In fact, many attempts were
made to make some textbooks collaboratively
. As a result,
a. few textbooks such as Korean, Korean history, and
Chinese characters were made and used widely across
Nodong Yahak (Yahakin, 1983, p. 170). Nevertheless,
continuous political repression and lack of money
prevented further attempts to revise and update these
texts
.
In fact, people involved in Nodong Yahak—not only
teachers but also students—were always subject to
political repression and interference. Sometimes they
were followed and interrogated by plain-clothes policemen
or KCIA (Korean Central Intelligence Agency) agents.
Sometimes they were arrested, tortured, and jailed. Since
it was considered dangerous to be involved in it. Nodong
Yahak had difficulties in obtaining stable financial
sources. Even Nodong Yahak affiliated with churches was
not much different from Nodong Yahak run by students
alone. In general. Nodong Yahak was financed only by
volunteer teachers and poor students. Often, they tried
to raise funds together by selling pens, crafts, peanuts,
and so on. Teachers would also ask for donations from
their colleagues. When classrooms could not be rented due
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to financial difficulties, teachers often offered their
rooms to be used as classrooms.
Contributions of Nodong Yahak
Although teachers and students suffered many
difficulties resulting from their involvement in Nodong
Yahak, they also earned a great deal from the experience
with Nodong Yahak. In particular, the change in students
(workers) stood out. In fact, many essays were published,
written by Nodong Yahak students on how they had changed
as human beings and workers after enrolling in Nodong
Yahak. In the essays, first of all, workers wrote how
Nodong Yahak helped them overcome frustration and misery,
and restore self-confidence. In his essay, Kim In-tae
said "Since I go to Yahak, I am not who I was. I won't
take mistreatment anymore. I am not ashamed of being a
'kongdolie' (a derogatory term referring to a male
factory worker) . I know how to live as a worker. I will
try hard to build a new society where eveirybody is equal
and workers becomes the subjects" (Kim In-tae, 1988, p.
137). Also, Ha Bong-sun said "Going to Yahak, I learn how
to have my own opinion, how to be proud of being a
worker, how to get to the truth, and how to live
confidently" (Ha Bong-sun, 1985, p. 23).
Second, workers wrote how Nodong Yahak helped them
critically understand their exploitative and oppressive
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situations in a larger context. Shin Hyun-soon wrote,
"Who are they suppressing our rights as workers? Are they
Jae-bul (conglomerates)? Is it our company president? I
know there is the big power behind them" (Shin Hyun-soon,
1988, p. 63). Chang In-soo also wrote, "I often heard
that Korea has accomplished 'economic miracle.' Then why
do we workers still live poorly? Why do we have to work
more? Why? What is the reason? Intellectual's judgement!
Politician's cleverness! Businessmen's cheating!" (Chang
In-soo, 1985, p. 26). Park Hyun-sook wrote, "We work for
a whole month without a day off. Nevertheless we barely
make ends meet. Then how come some people spend one
million won (about fourteen hundred dollars) for one
night drinking? How come some people can afford to play
golf and go for sauna afterwards?" (Park Hyun-sook, 1988,
p. 182).
Third, students (workers) also wrote that Nodong
Yahak helped them realize that the only way to improve
their conditions was to get together with other workers
,
to form democratic labor unions, and to be active in the
labor movement. Chang In-soo said, "First, unity; second,
unity; third, unity; the unity is the only solution to
our problems" (Chang In-soo, 1985, p. 26). Park Un-ho
wrote, "When our rights are threatened, we have to fight
for them and protect them. At least, we have to learn how
239
to defend our rights that the labor laws guarantee" (Park
Un-ho, 1988, p. 187). Oh Yeh-ok wrote, "We learn that it
is us, workers whom we can trust to the end... I am
struggling to let everybody know the need to have a
democratic union and will struggle until we succeed in
establishing it in our company" (Oh Yeh-ok, 1988, p.l81).
Also, Nodong Yahak helped teachers develop a
political awareness concretely rooted in reality. By
working with workers, they realized how naive and
abstract their knowledge about workers (Minjung) was. In
other words, from the experience of Nodong Yahak, they
were able to have more concrete and realistic ideas about
workers (Minjung) and their situation. Thus, Nodong Yahak
has helped teachers (college students or college
graduates) get closer to workers and became one with them
in struggle.
Thus, Nodong Yahak has contributed to raising the
critical consciousness of female workers as workers and,
further, to leading them to be actively involved in the
labor movement. As a result, it was not a coincidence
that most militant union leaders and active union members
were from Nodong Yahak. In addition. Nodong Yahak has
also contributed to strengthening the student movement by
making college students more realistic and Minjung-
oriented.
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Despite all the contributions that Nodong Yahak has
made, a need has grown to expand Minjung Kyoyuk beyond
Nodong Yahak as the popular movement has developed. Since
the Kwangju Uprising, those involved in the popular
movement slowly became aware that Korea has been deeply
dependent on advanced capitalist countries, particularly
the U.S. and Japan, not only economically but also
politically and culturally. As a result, they began to
emphasize the importance of achieving national liberation
from these advanced capitalist countries. They also
tried to integrate nationality issues into the existing
popular movement which had been focusing only on internal
democratization. Under these circumstances, the popular
movement was often identified with the national
democratic movement aiming at political and economic
democracy internally and national liberation externally.
As the popular movement has developed into the
national democratic movement, it requires more support
from Minjung--not only from workers but also from other
Minjung like farmers, the urban poor, women, and even
from the middle class. Accordingly, the demand to have
different forms of Minjung Kyoyuk for farmers, the urban
poor, women, and the middle class has increased. In
addition, a more advanced form of Minjung Kyoyuk for
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workers is needed as their level of consciousness is
raised as a result of Nodong Yahak.
In fact, since the middle of the 1980 's, new forms
of Minjung Kyoyuk for farmers, the urban poor, and the
middle class, etc. have emerged and served to promote the
popular movement along with Nodong Yahak.
6.4.3 Recent Development and Future Prospects of Miniuno
Kyoyuk
It is true that Nodong Yahak has influenced new
forms of Minjung Kyoyuk. In other words, new forms of
Minjung Kyoyuk try to overcome the drawbacks of Nodong
Yahak while building on strengths developed by Nodong
Yahak. Although Nodong Yahak has developed the teaching
content more concrete and relevant to the lives of
Minjung (workers) and the more participatory-oriented
teaching method, and built a more democratic relationship
between teachers and students
,
it has some drawbacks
.
First, Nodong Yahak has not yet been entirely
Minjung (workers ) -centered. Workers' real life style,
their value, language, behavior, psychology, etc. were
not fully reflected and respected in Nodong Yahak.
Second, Nodong Yahak has not scientifically developed
different curricula, teaching methods, different teacher
training programs to accommodate different levels of
students. Third, Nodong Yahak has ignored gender issues
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even though the majority of students in Nodong Yahak are
women. As a result, it has failed to help female students
raise feminist consciousness at all.
Thus, new forms of Minjung Kyoyuk influenced by
Nodong Yahak have tried to be more Minjung oriented and
more scientific in developing programs from the
beginning. Also, most of them have tried to include one
or two subject matters with regard to women in their
programs
.
Minjung Kyoyuk for farmers has been led by the
Catholic Peasant Association and the Christian Peasant
Association. There are generally two types of Minjung
Kyoyuk developed for farmers. The first type is for
average farmers. Its goal is to help farmers critically
understand their oppressive and exploited situations as
farmers in a larger context. Farmers get together and
discuss the problems they face as farmers. The topics
selected for discussion vary from the problems with
government agricultural policies to the negative effect
of T.V. on farmers' lives (Lee Byung-cheul, 1983, p.
253). There is no outside leader for discussion. All
farmers participate in the discussion and share their
knowledge and opinions
.
The second type of Minjung Kyoyuk for farmers is
for leaders . Its goal is to train leaders to be more
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capable of leading the farmers' movement. It takes place
over an intense two or three days. Through this training,
leaders are able to enhance their ability to
scientifically analyze the situations they face and to
increase their knowledge on how to organize farmers.
Although Minjung Kyoyuk for farmers has a much shorter
history than Nodong Yahak, it "already begins to activate
the farmers' movement doubly" (Lee Eun-sook, 1988,
p.l85). Although there is no concrete program developed
for poor female farmers, the need for it is growing (Lee
Byung-cheul, 1985, p. 251).
Minjung Kyoyuk for the urban poor is not as well
developed as Nodong Yahak and Minjung Kyoyuk for farmers.
Recently, however, as the urban poor have engaged
themselves in setting up and running child care centers
for their children, they have seen the possibility to get
together and learn together (Lee Eun-Sook, 1988, p. 184).
In fact, they use child care centers as their meeting
places. Many different education programs directly
related to their lives as the urban poor have been
offered there. In particular, evacuation issues have been
dealt with seriously because the government has
threatened to force the urban poor to evacuate houses
illegally built in slum areas. Thus, Minjung Kyoyuk for
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the urban poor slowly but surely establishes itself as a
typical form of Minjung Kyoyuk.
Many forms of education for middle class people
have been established to raise their critical and
historical consciousness and to lead them to join the
popular movement as important supporters of the Minjung.
"Citizen School" (Si-min Hak-kyo) and "National School"
(Min-jok Hak-kyo) and others have been set up. (There is
a controversy over whether radical forms of education for
middle class people should be called Minjung Kyoyuk or
not.) For example, despite political repression and
interference, as of 1990 the Citizen School for Democracy
and Unification (CSDU) has produced 1,000 students (CSDU,
1990, p. 6)
.
Generally, these schools deal with different topics
considered crucial for average people to critically
understand the present Korean political and economic
situation: such as Korean economy, Korean politics,
Korean history, the Korean Minjung movement, Minjung 's
lives and struggles, the relationship between the U.S.
and the Third World, Minjung Kyoyuk (popular education)
,
the women's issues and women's movement, etc. (CSDU,
1990) They usually invite speakers to talk about each
topic and then have a discussion session. The schools are
basically run on student tuition.
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As the labor movement has developed, more
democratic unions besides Nodong Yahak have been
established and involved in educating workers about more
specialized knowledge on labor laws, workers' rights,
labor unions, etc. In addition. Nodongja Dae-hak (college
for workers ) , many other labor centers such as the
Council for Korean Workers' Education, and the Labor
Research Center have been founded to meet the needs of
workers . Their main work is to provide workers with
further opportunities to gain advanced knowledge that
workers cannot acquire from Nodong Yahak, to assist the
labor movement, to publish books and pamphlets in
relation to workers, to offer the counseling seirvice for
workers
,
etc
.
In particular, with great importance seen in
education, special effort is made in developing
educational programs. For example. Nodong j a Dae-hak
(college for workers) offers various courses such as
philosophy, political economy, history of the Korean
labor movement, history of the world's labor movement,
Korean history, Korean culture, etc. Special lectures are
also held on women, reunification, the urban poor,
farmers, labor laws and labor union (the pamphlet on
Nodongja Dae-hak, 1989). Each course consists of
lectures, discussion, and small group discussion.
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Students meet four times a week for thirteen weeks in
order to complete the whole program.
Thus, Minjung Kyoyuk in the late 80 's has developed
into a better tool of the popular movement adopting the
strengths of the early form of Minjung Kyoyuk, i.e.
Nodong Yahak and overcoming its drawbacks. Minjung Kyoyuk
is becoming more diverse and suitable for the different
needs of the Minjung. Also, Minjung Kyoyuk is getting
more Minjung-based and more relevant to the lives of the
Minjung.
However, it is guestionable whether Minjung Kyoyuk
has advanced enough to be an appropriate form of poor
women's education, the form of education that feminist
activists need. Although Minjung Kyoyuk has given more
attention to gender issues recently, in my opinion, it is
not sufficient enough to help poor women comprehend
complex poor women's lives conditioned by their gender,
and, further, to enable them to challenge the male-
oriented popular movement and to lead the popular
movement in a direction where not only the dependent
capitalist system but also the patriarchal system are
eliminated. Nevertheless, it is also true that Minjung
Kyoyuk has more potential to be an appropriate form of
education for poor women than other forms of education
available in Korea. In this sense, it may be very
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important to change Minjung Kyoyuk into a form of
education which is more responsive to the needs of poor
women as women and more appropriate as a tool of social
transformation.
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CHAPTER 7
ANALYSIS OF MINJUNG KYOYUK BASED ON CRITICAL FEMINIST
PEDAGOGY
7 . 1 Introduction
In the previous chapter, I have examined different
forms of education— formal education and some
conservative foirms of nonformal education—that poor
Korean women have access to, and their major functions.
It appears that poor Korean women have had limited access
to either form. Further, since their main function is to
maintain the status-quo and to protect the interest of
the dominant power, it is hard to expect them to
contribute to improving the conditions of poor women.
Rather, these forms of education tend to prevent poor
women from critically seeing their reality and
consequently, to make poor women accept their situation
as it is
.
On the contrary, Minjung Kyoyuk, a Korean version
of popular education, has raised the critical
consciousness of poor Korean women and led them into the
popular movement aiming at social transfoimiation.
However, since Minjung Kyoyuk fails to take gender issues
seriously, it has not helped female students understand
how negatively the patriarchal system has affected their
lives as women and further, how deeply the system is
embedded even in the popular movement. Therefore, when
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students face nevertheless persistent male domination in
the movement, they become easily frustrated and leave the
movement, or unwillingly accept the existing situation as
it is. As the popular-based women's movement grows,
however, many people make efforts to change this male-
centered structure. At the same time, they keep
pressuring Minjung Kyoyuk to take gender issues into
serious consideration.
As a result, at least on a superficial level, it
seems that Minjung Kyoyuk began to pay more attention to
women's issues. As seen in the case of Nodong Yahak or
radical forms of education for the middle class in the
previous chapter, one or two topics regarding women's
issues are added in their programs. Or a special lecture
may be offered as seen in the case of Nodong j a Dae-hak
(college for workers). However, in my opinion, these
attempts are not sufficient enough to make Minjung Kyoyuk
an appropriate form of education for poor women. What is
required is fundamental change in Minjung Kyoyuk based on
a theoretical framework that takes gender issues as
seriously as class issues and nationality issues.
In this chapter, I will analyze Minjung Kyoyuk
developed since the 1970 's through critical feminist
pedagogy conceptualized in Chapter 4 for the purpose of
developing a more appropriate educational framework for
250
poor women. I will specifically try to determine what
limitations Minjung Kyoyuk has as an appropriate form of
poor women's education and what changes should be made to
make Minjung Kyoyuk a more appropriate form of education
for poor Korean women and, therefore, a better tool of
social transformation.
7 . 2 Analyzing Minjung Kyoyuk Based on Critical Feminist
Pedagogy
Element 1. In critical feminist pedagogy, education
should contribute to transforming not only the dependent
capitalist system but also the patriarchal system. To
what extent has Minjung Kyoyuk contributed to
transforming the patriarchal system as well as the
dependent capitalist system?
Minjung Kyoyuk has contributed to transforming the
dependent capitalist system by producing change agents
who are clearly aware of the unequal relationship between
the working class and capitalists, and the dependent
relationship between Korea and adyanced capitalist
countries such as the U.S. and Japan. Indeed, most
students of Minjung Kyoyuk haye become the most militant
union leaders or the most actiye union members and led
the moyement from the forefront in order to improye their
condition as Korean workers .
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However, unfortunately, Minjung Kyoyuk in the
1970 's neglected women's issues entirely. It did not
provide students (mostly, women) with an opportunity to
understand how the patriarchal system has been used to
maximize the interests of people in power and, therefore,
how important it was to bring the patriarchal system into
the process of social transformation. Therefore, female
students could not understand why they were "chosen" to
be a cheap labor force, why they got paid much less than
men even though they worked longer hours
,
and why they
were expected to do all domestic work upon going home.
As a consequence, even those who were most actively
involved in the labor movement failed to address gender
issues in their struggles. That is, issues like unequal
pay and unequal working hours between female workers and
male workers were not considered as central issues in the
struggles (Kim Ji-soo, 1985, p.299). Thus, Minjung Kyoyuk
in the 1970 's did not contribute much to transforming the
patriarchal system.
Although recently more forms of Minjung Kyoyuk have
taken note of women's issues, it has not been sufficient
enough to challenge a patriarchal system deeply embedded
in society and even in the popular movement.
In this situation, what changes should be made in
order for Minjung Kyoyuk to contribute to the
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transformation of a patriarchal system deeply intertwined
the existing dependent capitalist system?
Above all, the patriarchal structure persisting
within Minjung Kyoyuk should be challenged and changed to
promote equality between men and women. In other words,
every aspect of Minjung Kyoyuk such as teacher training
programs, curricula, textbooks, extracurricular
activities, etc., should be reexamined to determine
whether it is male-oriented and to what extent it
contributes to perpetuating the patriarchal system.
Further, a feminist perspective should be integrated into
Minjung Kyoyuk programs and materials. Minjung Kyoyuk
should help students become clearly aware of the
importance of addressing women's issues in the process of
social transformation, and help them devote themselves to
the transformation of the patriarchal system.
Element 2. In critical feminist pedagogy, education
should be a key to breaking the dominant hegemony and to
building a counter-hegemony. To what extent has Minjung
Kyoyuk contributed to breaking the dominant hegemony and
to building a counter-hegemony?
Minjung Kyoyuk has helped students see falsities in
the dominant dependent capitalist ideology that is
bourgeoisie-oriented and First World-centered (Lee Mee-
sook, 1985, p.43). Specifically, Minjung Kyoyuk helps
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students realize how so-called popular culture works to
manipulate Minjung's ideas, beliefs, values to be
supportive of the existing dependent capitalist system
(Christian Yahak Coalition, 1985, p.l73). However, since
Minjung Kyoyuk fails to show that patriarchal culture as
a crucial part of the dominant ideology is also used to
maintain the existing system, it cannot help students
comprehend the subtlety and complexity of the dominant
ideology and the importance of eliminating patriarchal
ideology along with the dependent capitalist ideology. As
a result, Minjung Kyoyuk has only contributed to
partially breaking the dominant ideology while leaving
the patriarchal ideology intact.
In fact, Minjung Kyoyuk has helped to form Minjung
culture, the basis of a counter-hegemony by promoting
creativity, collectivity, subjectivity, and productivity
of the Minjung, and restoring their humanity (Christian
Yahak Coalition, 1985, p. 173). In particular, Minjung
Kyoyuk has used Minjung experiences, ideas, feelings,
customs, values, etc., as its source in creating Minjung
culture
.
For example, Minjung Kyoyuk provides students with
opportunities to learn traditional mask dances and
traditional music and games as extracurricular
activities; these had been developed by the Minjung
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themselves, often in opposition to exploitation and
oppression by the Yangban, the upper class of old
(Christian Yahak Coalition, 1985, p. 303). By learning
these various forms of Minjung culture, students have the
opportunity to legitimize them, to release frustration
and dissatisfaction, and to be involved in building a new
Minjung culture.
Unfortunately, however, it appears that Minjung
Kyoyuk has not yet questioned patriarchal elements
embedded in traditional Minjung culture and has used it
as it is in the course of building a new Minjung culture.
Further, Minjung Kyoyuk has not yet used women's
feelings, experiences, emotions as important sources in
forming Minjung culture. As a result, Minjung culture is
still male-oriented and thus not able to provide a
feminist vision for a new society.
Under these circumstances, what changes should be
made to make Minjung Kyoyuk contribute to creating a more
balanced Minjung culture that embraces feminist vision?
First of all, teachers and students should
critically reexamine traditional forms of Minjung culture
to determine whether they contain patriarchal elements
.
If they do, traditional forms of Minjung culture should
be seriously challenged and changed. Second, more studies
should be done to find out how poor women live, how they
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feel, what experiences they have, what values they hold,
etc . They should be valued as an important source for a
counter-hegemony and be tapped in the course of forming
Minjung culture. In particular, undervalued or unvalued
feminine characteristics such as caring, loving,
intimacy, connectedness, sacrifice, etc. should be
reassessed and integrated into the creation of Minjung
culture
.
Third, more research should be done to rediscover
games, songs, customs, poems, etc., through which women
have expressed their feelings, emotions, and experiences,
and/or shared them with other women. Further, these
games, songs, customs, poems, etc., should be valued as
an important part of Minjung culture. Minjung Kyoyuk
should also provide students with an opportunity to learn
these cultural elements along with other forms of
traditional Minjung culture.
Element 3. In critical feminist pedagogy, students
should be regarded as the subjects of their education.
They are expected to be involved in planning,
implementing, and evaluating their education as important
decision makers. To what extent are students of Minjung
Kyoyuk involved in planning, implementing, and evaluating
their education as important decision makers?
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Minjung Kyoyuk argues theoretically that students
should be the subjects of their education (Yahakin, 1985,
p.158). However, in practice, it is questionable just how
much students are involved in planning, implementing and
evaluating their education. Although more students
participate in the process of evaluating their programs
(Christian Yahak Coalition, 1985, p. 302), it is still
teachers who play the main role in planning and
implementing programs. This is particularly true for
Nodong Yahak teachers. In general, they make most of the
decisions related to their programs (Christian Yahak
Coalition, 1985, p. 133). Recently, more people are aware
of this and have tried to reduce the role of teachers
while expanding the role of students. For example, in
Minjung Kyoyuk for farmers, students (farmers) try not to
have any outside "leaders" and run their education by
themselves fLee Byung-cheul , 1985, p. 249). However, it
is still too early to say that students become the real
subject of their education.
In this situation, what changes should be made to
make students more involved in planning, implementing,
and evaluating their education as its subject?
First of all, teachers should contact prospective
students and investigate what their needs are. Second,
prospective students should be invited into the planning
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stage and convinced that their participation in the
process of planning is crucial in making the program more
responsive to their needs. Third, once the program
starts, an official channel should be built for students
to be continuously involved in implementing the program.
Fourth, student evaluations should be formalized as a
crucial part of the program.
Element 4. In critical feminist pedagogy, education
should equip poor women with the ability to critically
analyze their situations as poor Third World women. To
what extent has Minjung Kyoyuk contributed to raising
fsminist consciousness as well as critical consciousness
of poor women?
Minjung Kyoyuk has contributed to raising critical
consciousness by providing students with critical
knowledge of class issues and nationality issues. For
example, workers in Nodong Yahak have opportunities to
learn about Korean economy, history of the labor
movement, Korean politics, Korean history, etc.,
(Christian Yahak Coalition, 1985, p.291) while farmers
have opportunities to learn government agricultural
policies, agricultural techniques, Korean history, Korean
economy, etc. (Lee Byung-cheul, 1985, p.253). Thus,
Minjung Kyoyuk helps students to analyze their situations
critically as Korean workers, Korean farmers, and the
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Koirsan urban poor, and, furthor, to find ways to improv©
their conditions
.
However, since Minjung Kyoyuk fails to offer
critical knowledge on women's issues, students are not
able to raise their feminist consciousness. In other
words, students are not able to analyze critically how
they are oppressed and exploited due to their gender and
how their husbands, brothers, and fathers benefit from
the existing dominant system as men. Further, they cannot
take actions to improve their condition as women. In
fact, when many feminist activists involved in the
popular movement witness their male colleagues turning
their backs on them in the midst of the struggle, they do
not know how to deal with it and often become
disillusioned
.
In such a situation as this, what changes should be
made to make Minjung Kyoyuk contribute to raising
feminist consciousness?
First of all, a well-organized course that deals
mainly with gender issues should be established and added
to the curriculum. In particular, the course should
provide students with an opportunity to understand the
cause, the dynamics, and the manifestation of gender
oppression. Second, a feminist perspective should be
integrated into other courses which do not directly deal
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with gender issues. Third, an easily written textbook on
feminism should be developed. In addition, more materials
on women—not only written but also audio and visual-
should be developed.
Fourth, students should be given an opportunity to
think about, write about, and talk about their lives as
women. Further, more of their life stories as women
should be published so that they can be shared with more
people. Fifth, students (poor women) should be given an
opportunity to compare their lives with their husbands',
brothers ' or fathers
' ,
learn what is common and what is
different, and further to explore how/why poor men
benefit from the existing system.
Element 5. In critical feminist pedagogy, education
should provide students with the power to regain self-
confidence as poor Third World women, particularly as
women. To what extent has Minjung Kyoyuk helped poor
women regain self-confidence and take control of their
lives as poor , Korean , women ?
Minjung Kyoyuk has tried to help students restore
self-esteem as workers, farmers, or the urban poor by
providing them with an opportunity to realize that it is
not they but the existing system that should be blamed
for their dreadful condition. In other words, they learn
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from Minjung Kyoyuk that they do not have to feel ashamed
of who they are and what they have.
Further, Minjung Kyoyuk has attempted to validate
and respect Minjung life style, language, values,
psychology, etc. (Lee Mee-sook, 1985, p.45), and to
incorporate them into the process of creating a counter-
hegemony. As a result, the Minjung can revalue their
lives as the Minjung and even become proud of their lives
as the Minjung. However, unfortunately, since Minjung
Kyoyuk is not fully aware that poor Korean women are also
oppressed and exploited due to their gender, it cannot
help poor women to regain self-confidence as women.
Consequently, even after they receive Minjung Kyoyuk,
they are not able to respect and value their lives as
women. It seems that they are not proud of themselves as
women. They do not understand how important it is to be
women, to preserve feminine values and characteristics,
to take control of their lives as women.
In most cases, as far as women's issues are
concerned, they are rather conservative. They have a
tendency to take the traditional image of women for
granted (Cheung Hyun-baek, 1985, p.l57). A clear example
can be seen in female workers who fought most bravely in
the labor movement in the 1970 's. Although they struggled
with militancy in the forefront, they disappeared from
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the movement as soon as they were married and reduced
themselves to housewives or supporters of their husbands'
struggles
.
In these situations, what changes should be made to
enable Minjung Kyoyuk to provide students with the power
to regain self-esteem and to take control of their lives
as women?
First of all, concrete examples or stories should
be presented which show how women live and fight, bravely
overcoming their limitations as women. Second, students
should be given an opportunity to critically analyze why
militant workers disappear from the movement and reduce
themselves to housewives or supporters of their husbands'
struggles. Third, students should be given an opportunity
to unveil the means by which traditional images of women
are imposed upon them in order to oppress them. At the
same time, teachers and students should make efforts to
break traditional images of women, and to build a new
image of women which will lead to the restoration of
women's self-esteem.
Element 6. In critical feminist pedagogy, students
should be given an opportunity to acquire scientific and
technical knowledge and skills. To what extent has
Minjung Kyoyuk contributed to increasing scientific and
technical knowledge and skills?
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It appears that Minjung Kyoyuk tends to neglect the
importance of teaching students technical and scientific
knowledge and skills. Most skills that students learn
from Minjung Kyoyuk are impractical and hobby-oriented.
In general, students learn skills such as flower
arrangement, knitting, sewing, and other traditionally
female skills (Song Hyo-soon, 1982). Thus, Minjung Kyoyuk
does not provide students with opportunities to prepare
themselves to be more self-sufficient and take control of
their lives scientifically and technically.
Under these circumstances, what changes should be
made to help Minjung Kyoyuk teach technical and
scientific knowledge and skills?
First of all, teachers should investigate what
technical and scientific knowledge and skills students
need to be more practical. Second, new courses designed
to teach technical and scientific knowledge and skills
should be established. Third, teachers who can teach
technical and scientific knowledge and skills should be
recruited. Fourth, money should be acquired to purchase
any devices and instruments needed to teach technical and
scientific knowledge and skills.
Element 7. In critical feminist pedagogy, teachers
should play the role of organic intellectuals
representing the interests of poor Third World women. To
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what extent has Minjung Kyoyuk represented the interests
of poor Korean women?
In Minjung Kyoyuk in the 1970 's, i.e. Nodong Yahak,
teachers were expected to play multiple roles: they
initiated, managed and financed programs, taught and
counseled students, and sometimes fought along with their
students. Accordingly, those not well aware of and
prepared for their heavy responsibilities would become
overwhelmed and had a tendency to give up easily (Lee
Dong-han, 1984, p.237). In this context, the importance
of teacher training programs has increased.
In fact, despite political repression and
interference, many attempts have been made to develop
teacher training programs more coherently and
systematically. Accordingly, teacher training programs
are relatively more developed than other areas of Minjung
Kyoyuk, and as a consequence, fewer teachers give up.
More teachers make serious commitments to Minjung Kyoyuk.
Some teachers even commit so-called "class suicide" and
become workers claiming they could not represent workers'
interests fully so long as they remained as college
students
.
Interestingly, however, although most students in
Nodong Yahak are female, teachers are not well aware of
this and do not make any effort to represent their
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interests as women. On the contrary, they tend to keep a
traditional, male-oriented and negative image of female
students and to project this image when dealing with
female students. Generally, they assume that
female students are physically and mentally weak;
they are more dependent than men; they are more
conservative than men; they are more emotional,
narrowminded, and sensitive; they lack a sense of
responsibility, they have a sense of inferiority;
they have low self-esteem, they are more concerned
with their appearance; they are not logical and
analytical (Christian Yahak Coalition, 1985, pp.l40-
141) .
Although teacher-training programs are much more
developed than before, they have not yet developed to
include women's issues as a serious component. In '
actuality, teacher training programs do not deal with
women's issues at all. Thus, teacher training programs
cannot provide teachers with an opportunity to understand
critically how their students were oppressed and
exploited due to their gender, and to challenge
patriarchal elements deeply embedded in themselves as
well as in Minjung Kyoyuk. Rather, teacher training
programs tend to contribute more or less to reinforcing
teachers ' negative and male-oriented images of women by
entirely ignoring women's issues
In this situation, what changes should be made
teachers organic intellectuals who can truly represent
the interest of poor Korean women as poor Korean women ?
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First of all, teacher-training programs should be
changed to help teachers theoretically and concretely
understand how women are oppressed and exploited by the
existing system and by men. For this purpose, teacher-
training programs should include topics related to women,
such as feminist theories, the history of women's
movements in Korea and in other countries, the current
situation of Korean women, concrete examples of women's
oppression and exploitation, etc. Second, special
training should be given to teachers to change their
male-oriented, superior and/or condescending attitude
toward female students. Further, some effort should be
made to create an atmosphere in which negative and
traditional attitudes are challenged and corrected
immediately whenever they are shown. Third, the number of
female teachers who are well aware of women's issues
should be increased.
Element 8. In critical feminist pedagogy, a
democratic, participatory, and connected learning process
should be fostered. To what extent has Minjung Kyoyuk
promoted a democratic, participatory, and connected
teaching process?
Minjung Kyoyuk tries to make the learning process
more democratic and participatory. Although teachers in
most forms of Minjung Kyoyuk still tend to exercise more
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power over students, there have been many attempts to
make the relationship between students and teachers more
democratic and horizontal. The participation of students
in class is highly encouraged. An atmosphere is created
where dialogue naturally takes place between teachers and
students and among students. Discussion is highly
emphasized as a way of promoting understanding between
teachers and students and among students (Kim Sung-jae,
1985, pp. 97-100). However, since Minjung Kyoyuk has not
respected women's way of knowing as a legitimate way of
knowing and has not realized that women learn better in a
situation where connectedness and cooperation are
promoted, it is hard to say that Minjung Kyoyuk provides
students with the most effective learning process.
In this situation, what changes should be made to
make the teaching process of Minjung Kyoyuk more suitable
for poor women?
First of all, more research should be done to find
out under what conditions women learn best. Then, the
teaching process should be changed to incorporate these
conditions. Second, the teaching process of Minjung
Kyoyuk should be reexamined to determine whether it
treats male students and female students equally. If it
does not, efforts should be made to ensure that all
students benefit from it.
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Element 9. Critical feminist pedagogy emphasizes
the importance of organizing women separately for their
liberation. To what extent has Minjung Kyoyuk contributed
to organizing women?
Minjung Kyoyuk sees the importance of having
Minjung organized in order to fight effectively against
the existing dominant power. In this context, Minjung
Kyoyuk tries to make programs for graduates of Minjung
Kyoyuk so that they can organize themselves and continue
to struggle together. However, Minjung Kyoyuk, unable to
realize why poor women need their own organizations to
achieve their liberation, does not make any efforts to
organize poor women together, let alone to organize women
across classes.
Under these circumstances, what changes should be
made to make Minjung Kyoyuk contribute to forming poor
women's organizations and to forming solidarity between
poor women and middle class women?
First of all, teachers should introduce successful
cases of women's organizations in the Third World. In
particular, their crucial role in the process of social
transformation should be emphasized. Second, teachers
should introduce various aspects of Korean women's
organizations—their history, their membership, their
roles, their characteristics, etc. Third, students should
268
be given an opportunity to learn and discuss what
advantages they could have when they are organized and
when they form a solidarity with middle class women.
Fourth, concrete programs to connect students with other
poor women or middle class women should be established.
Element 10. In critical feminist pedagogy,
education should emphasize praxis, the unity of theory
and practice. To what extent has Minjung Kyoyuk
emphasized praxis?
Minjung Kyoyuk emphasizes theory and practice to
the same degree. In other words, Minjung Kyoyuk equips
students with the analytical capability to critically
understand their exploitative and oppressive situations.
At the same time, Minjung Kyoyuk helps students realize
how important it is to put their critical ideas into
practice and, in fact, leads them into the popular
movement. As a result, Minjung Kyoyuk has produced many
theoretically and practically equipped change agents
.
In particular. Nodong Yahak has produced the most
militant workers who eagerly devoted themselves to
transforming the dependent capitalist system into a more
democratic and self-sufficient system. However, since
Minjung Kyoyuk is not well aware of gender issues, it
cannot help students theoretically understand and analyze
their oppressive and exploitative situations as women nor
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encourage them to practice being feminists in their real
lives
.
Under these circumstances, what changes should be
made to enable students to act practically as feminists?
First of all, students should be given an
opportunity to understand how important it is in order to
participate in the popular movement as feminists to
achieve their liberation as poor Korean women They
should realize that unless they directly address women's
issues in their struggles, there is no way to improve
their condition as women. Second, students should be
given an opportunity to develop concrete ideas of how to
behave as feminists under male-dominant circumstances.
Students should be encouraged to put their concrete ideas
into practice in their real lives. Third, support
networks, groups, or separate women's organizations
should be built which can back up feminist activists in
the movements theoretically and emotionally.
Thus far, I have analyzed Minjung Kyoyuk based on
critical feminist pedagogy. I have specifically tried to
determine what limitations Minjung Kyoyuk has as an
appropriate foann of education for poor women and what
changes should be made in order for Minjung Kyoyuk to be
an appropriate form of education for poor women and a
better tool of social transformation.
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Since critical feminist pedagogy is yet roughly
conceptualized, it still requires more thought,
modification, and improvement. Nevertheless, critical
feminist pedagogy has provided me with a more
comprehensive educational framework with which to analyze
Minjung Kyoyuk because it addresses three main issues
—
class issues, nationality issues, and gender issues with
equal seriousness; at the same time, it avoids the simple
reduction of poor women's problems to the relationship
between men and women or to the relationship between the
poor and the rich or to the relationship between the
Third World countries and advanced capitalist countries.
As a result, I have been able to grasp what
limitations Minjung Kyoyuk has as an appropriate form of
education for poor women and to concentrate on what
changes should be made to make it a better form of
education for poor women. Nonetheless, I know that just
as critical feminist pedagogy is not a complete
educational framework, my analysis of Minjung Kyoyuk and
recommendations for Minjung Kyoyuk are not complete.
But I also know that it is important to start
somewhere. In this sense, I consider my attempt to make
Minjung Kyoyuk a more appropriate form of education for
poor women as a start. Therefore I hope more people show
interest in "completing" the framework of critical
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CHAPTER 8
CONCLUSION
8 . 1 Introduction
In this chapter, first of all, I will briefly
suininarize my dissertation. Second, I will elaborate on
some points that I could not deal with sufficiently in my
study and that, therefore, require further study.
8 . 2 Summary
My dissertation can be broadly divided into two
parts. The first part explores theoretically the general
relationship among social transformation, poor Third
World women, and education, and conceptualize critical
feminist pedagogy as a theoretical tool of social
transformation
.
The second part is more specific and concrete. In
actuality, a Korean case is presented to show how poor
women in a concrete context need social transformation
for their liberation as poor Korean women and to what
extent Minjung Kyoyuk, a radical form of nonformal
education, has served as a tool of social transformation.
Further, critical feminist pedagogy is concretely
utilized as an analytical framework for Minjung Kyoyuk.
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The first part comprises Chapters 2
, 3, and 4. The
second part consists of Chapters 5,6, and 7. Chapter 1 is
an introductory chapter.
In the first part of my dissertation, first of all,
I have attempted to show how growth-oriented development
has contributed to producing and reinforcing the
dependent capitalist system and how it has negatively
affected the lives of the majority of people. In
particular, poor Third World women have been most
negatively influenced by growth-oriented development
because growth-oriented development has strengthened the
already existing patriarchal system in order to maximize
the interest of dependent capitalists. In other words,
due to a strongly persisting patriarchal system in Third
World countries
,
growth-oriented development is able to
use poor women as a major source of cheap labor while
still exploiting them as the main providers of free
domeStic 1abor
.
Under these circumstances, I strongly believe that
in order to improve poor Third World women's condition,
growth-oriented development should be replaced with
social transformation which would bring about fundamental
change in the existing dominant system. However, I have
realized that in most cases, people have not understood
that the patriarchal system is an integral part of the
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existing system and that it has also contributed to
making the existing system more oppressive and
exploitative, particularly for poor women. In fact, many
socialist countries which have experienced social
transformation have failed to bring about change in the
patriarchal system and, as a result, the condition of
women in these countries has not improved. Rather, women
have "officially" suffered from a double day as workers
and as housewives
.
Recent turmoil in many socialist countries show
clearly that their failure in eliminating the persistent
male dominant system and culture can also contribute to
making the socialist system more rigid, highly
bureaucratic and hierarchical, and, eventually, easily
breakable
.
The point I will try to make here is that in the
process of social transformation, not only the dependent
capitalist system but also the patriarchal system should
be transformed simultaneously. In particular, more
emphasis should be given to the elimination of the
patriarchal system. By doing so, social transformation
can truly accomplish poor women's liberation and,
further, can lead to the building of a more democratic,
flexible, and open society.
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However, it is not easy to successfully bring about
social transformation. Above all, it requires the active
involvement of the oppressed in the process, who fully
understand the necessity of social transformation for
their liberation and the importance of changes not only
in the dependent capitalist system but also in the
patriarchal system.
In particular, it is crucial to obtain poor women's
active participation in the process of social
transformation for a couple of reasons. First, although
poor men are oppressed and exploited by the dependent
capitalist system, they benefit from the patriarchal
system and, as a result, are not very enthusiastic about
changing the existing unequal relationship between men
and women. Second, since poor women are oppressed and
exploited not only by the dependent capitalist system but
also the patriarchal system, they have the great
potential to address all issues—class issues,
nationality issues and gender issues—with equal
seriousness in the process of social transformation.
However, in reality, it is hard to lead poor Third
World women into social transformation. One of the
reasons is that they have fewer opportunities to
critically analyze their situation in a larger context
and do not understand the need for social transformation
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for their liberation. In this context, I would like to
emphasize the role of education because it is through
education that poor women are able to raise their
critical consciousness as poor Third World women.
In other words, education can help them clearly
understand how they are exploited and oppressed by the
existing dominant system as poor Third World women . and
how important it is to bring about fundamental change in
the patriarchal system as well as the dependent
capitalist system. Further, education can convince them
that the only way to achieve their liberation is to get
involved in the process of social transformation. Thus,
education could be a tool of social transformation by
leading women into becoming active change agents
.
However, poor Third World women have had very
limited access to education. In addition, most of the
educational programs available to them are conservative
by nature. Formal education usually serves to maintain
the status-quo. Most nonformal education programs are not
much different from formal education in their function.
Of course, there are some radical nonformal education
programs. However, they contribute only partially to
revealing women's oppressive and exploitative situations
by focusing only on class issues and nationality issues
while neglecting gender issues.
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In my opinion, the reason these radical nonformal
education programs ignore women's issues is closely
related to the theoretical framework, i.e. critical
pedagogy, that these programs are based on. In fact,
those involved in developing critical pedagogy critically
examine how education serves to maintain the existing
dominant system and to protect the interests of people in
power. Further, they theorize how education can
contribute to transforming the existing dominant system
and building a more democratic, equal and self-sufficient
system. However, since they do not understand that the
patriarchal system is an integral part of the existing
dominant system, their theory, i.e. critical pedagogy, is
not an appropriate theoretical framework for poor Third
World women's education because it does not take gender
issues seriously.
Dissatisfaction with critical pedagogy leads me to
turn to feminist pedagogy because it clearly shows how
education contributes to perpetuating the patriarchal
system by justifying male dominance in an educational
setting. Although feminist pedagogy has some weaknesses
as a proper framework for poor Third World women's
education by focusing too much on gender issues, it
certainly provides a feminist perspective that critical
pedagogy is lacking.
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In this context, I have seen a need to
conceptualize critical feminist pedagogy by dialectically
synthesizing critical pedagogy and feminist pedagogy, in
other words, by integrating feminist elements and vision
developed by feminist pedagogy into critical pedagogy, I
intend to develop an educational framework which would be
more appropriate for understanding the complexity and
subtlety of poor women's oppression and exploitation
resulting from their particular class, nationality and
gender
.
In concrete form, critical feminist pedagogy can be
used in many different ways. Education programs can be
planned and implemented based directly on critical
feminist pedagogy. It can also be used as a theoretical
guideline to analyze problems existing radical education
programs have and, further, to present solutions to these
problems
.
In the second part, I have introduced a specific
Korean case to prove that the theoretical assumption
developed in the first part of my dissertation is valid
in a concrete context. Further, I have attempted to
utilize critical feminist pedagogy as an analytical tool
for determining what limitations Minjung Kyoyuk has and
what changes should be made in Minjung Kyoyuk in order
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for it to be a more appropriate form of education for
poor Korean women.
First of all, I have tried to show how export-led
and growth-oriented development in Korea has contributed
to consolidating the dependent capitalist system and to
strengthening the patriarchal system. In fact, the gap
between the rich and the poor is widening. The degree of
political, economic and cultural dependency of Korea on
advanced capitalist countries is intensifying. The
unequal relationship between men and women is deepening.
In particular, since neither their class, gender,
nor their nationality favors poor women, they have been
most negatively affected by export-led and growth-
oriented development. Young poor women are becoming cheap
factory workers. More poor women are engaged in farming
than before because young people and men are leaving
rural areas . Poor women in urban areas become infoirmal
and irregular workers. Further, although their
participation in the public sphere as factory workers,
farmers, and informal workers has been increasing
greatly, they are still solely responsible for domestic
work. Thus, as a result of export-led and growth-oriented
development, poor women in Korea are in a position where
they are more easily exploited and oppressed.
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In opposition to export— led and growth—oriented
development, there has grown the popular movement, which
intends to bring about fundamental change in the existing
system. However, people involved in the popular movement
have had problems identifying the nature of the existing
system. Indeed, it was only after the Kwangju Uprising in
1980 that they began to identify the existing dominant
system in Korea with the dependent capitalist system and
saw a need to tackle dependency (nationality) issues
along with class issues in the popular movement. Though
the popular movement has been far more developed than
before, it is not yet developed enough to question the
unequal relationship between men and women not only in
the public sphere but also in the private sphere.
The fact that the popular movement has not
sufficiently challenged the patriarchal system has drawn
many Korean feminists including myself to critical
questions : Why does the popular movement not pay enough
attention to gender issues? If the popular movement does
not challenge the patriarchal system, what is the point
of women being involved in the movement? What can we
( feminists ) do to make the popular movement take gender
issues more seriously? Most of us agree that the popular
movement is still very male-dominant; although there are
some men who are aware of women's issues, they are not
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necessarily very enthusiastic about challenging the
patriarchal system. In this context, we realize that in
order to prevent the popular movement from neglecting
gender issues and, eventually, in order to accomplish a
more balanced and complete social transfonnation, poor
women's active involvement in the movement as a major
leading force is unequivocally required.
However, it is not easy to lead poor women into the
popular movement. Firstly, they are too busy as money
earners and as housewives and/or mothers. Secondly, they
tend to be very conservative because they have virtually
no opportunity to analyze critically their oppressive and
exploitative condition. Nevertheless, if they are given
the educational opportunity to understand their lives in
a larger context and to realize how important it is for
them to participate in the popular movement, they do not
hesitate and become the most active agents of change, as
has been seen in the case of young female factory
workers
.
Thus it appears that education can serve as a tool
of social transformation by leading poor women into the
popular movement. But not many forms of education
available to poor Korean women can serve this role. In
fact, most forms of education— formal education and most
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nonformal education programs—serve rather to maintain
the existing dominant system.
In a sense, Minjung Kyoyuk is the only form of
education that questions and challenges the existing
dominant system. Although Minjung Kyoyuk has been around,
it was in the middle of the 1970s that Minjung Kyoyuk
began seriously to question and challenge the existing
dependent capitalist system created by export-led and
growth-oriented development. In particular. Nodong Yahak,
a typical form of Minjung Kyoyuk in the 1970s, provided
factory workers (mostly, women) with opportunities to
understand critically their oppressive and exploitative
condition as workers. Further, it led them to struggle as
the most militant of leaders or the most active of union
members in the forefront of the labor movement.
Interestingly, however, most of the female workers
who fought most bravely in the '70s disappeared from the
movement as soon as they were married and became
housewives or just supporters of their husbands'
struggles . Some people would say that this is a matter of
personal choice. But I disagree with them. I attribute
this rather to the limitations of Minjung Kyoyuk as an
appropriate form of education. In other words, although
Minjung Kyoyuk, particularly Nodong Yahak, has
contributed to raising critical consciousness in female
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factory workers as Korean workers, it is not able to
raise their critical consciousness as women i.e. a
feminist consciousness, because it has not sufficiently
dealt with gender issues. Thus, despite whatever
contributions Minjung Kyoyuk has made, it is hard to say
that Minjung Kyoyuk serves as a tool of true social
transformation because it cannot contribute to the
elimination of the patriarchal system and culture.
In this context, I see a need to improve Minjung
Kyoyuk so that it takes on gender issues more seriously
and becomes more appropriate for poor women's education,
eventually becoming a tool of true social transformation.
In fact, Minjung Kyoyuk has itself recently paid more
attention to gender issues. It has added one or two
subject matters on women to the curriculum. However, I do
not think that this is enough. What Minjung Kyoyuk needs
is to bring about fundamental change in its male-oriented
structure and to integrate a feminist perspective into
it
.
Lastly, I have attempted to analyze Minjung Kyoyuk
based on critical feminist pedagogy in order to determine
what limitations Minjung Kyoyuk has in addressing gender
issues. Further, based on the analysis, I have suggested
what changes should be made in Minjung Kyoyuk in order
for it to be a more appropriate form of education for
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poor Korean women and a better tool of social
formation
. It appears that critical feminist
pedagogy in particular has as an analytical framework
offered critical insights and direction through the
entire process of analyzing Minjung Kyoyuk.
8.3. Suggestions for Future Study
Suggestion 1. Critical feminist pedagogy tries to
deal with class issues, gender issues and nationality
issues that poor Third World women are most affected by.
However, I know that in reality, depending on which
country poor women are from, they are also affected by
their race and/or their religion as much as their class,
gender and nationality. Nevertheless, I did not
incorporate these issues in the process of foimmlating
critical feminist pedagogy because I do not know exactly
how race and/or religion affect poor women in some Third
World countries. In this situation, I think that more
research should be done to examine how race, religion,
caste, etc., affect poor women's lives in other Third
World countries. Further, efforts should be made to
incorporate these elements into critical feminist
pedagogy.
Suggestion 2. Critical feminist pedagogy is not
simply a theory. Rather, it is a theoretical framework
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which contributes to leading students into practice. In
other words, critical feminist pedagogy helps students
understand their situation theoretically in order to be
more active practically. However, critical feminist
pedagogy is formulated basically on ideas developed by
radical education theorists rather than on practices done
by activists. Considering this, more attempts should be
made to incorporate these practical aspects into the
process of formulating critical feminist pedagogy.
Suggestion 3. The definition of social
transformation may create some confusion. Originally, I
myself tended to identify social transformation with
socialist revolution. However, after recent events in
socialist countries, I now hesitate to identify social
transformation with "known" socialist revolution and have
begun to assure myself that socialist revolution cannot
be the solution for us. Third World people. However,
unfortunately, I am not able to present any concrete
alternatives to socialist revolution. One thing that I am
nevertheless sure about is that although the collapse of
socialist countries has negatively affected radical
movements in the Third World which are geared toward
social transformation, the need for fundamental
structural transformation in the Third World still
remains strong and valid. In this context, a more
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f©asible and suitabl© alt©rnativ© to socialist r©volution
should b© d©v©lop©d as soon as possibl©.
Sugg©stion 4. Although I hav© b©©n consist©ntly
saying that wom©n's liv©s ar© condition©d by th©ir
particular class, nation, and g©nd©r, I could not ©xplor©
suffici©ntly what th© r©lationship amongst th©s© thr©©
issu©s is, particularly in th© concr©t© proc©ss of social
transformation
.
Furth©r, it is cl©ar that in a n©w society, two
conflicting classes—th© bourgeoisie class and th©
proletariat class—should b© abolished and th© dependent
relationship of th© Third World on th© First World should
be transformed into on© of mutual independence and self-
sufficiency relationship. However, I am not clear what
equality means when it comes to the relationship between
men and women. Should any sexual division existing in
society be made to disappear in its entirety or should
women's roles and values be respected while admitting a
certain division between the two genders?
Further attempts should be made to clarify the
relationship among three issues—class issues, gender
issues, and nationality issues, and, further, to present
concrete ideas of what equality between men and women
means in a new society.
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Suggestion 5 . Although the entire study is used to
formulate an educational framework for poor Third World
women, I also realize that it is important to educate
poor men with an appropriate educational framework so
that they, too, become active change agents in the
process of social transformation geared toward the
elimination of class, gender, and nationality oppression.
In this way, women will also receive men's support,
support that is crucial to accomplish women's liberation.
At the same time, men can also liberate themselves and
become true human beings. However, in this study, I do
not develop a proper educational framework for poor men
as a tool of social transformation.
Thus further efforts should be made towards
developing a proper educational framework for poor men.
This framework could share commonalities with critical
feminist pedagogy because poor Third World men are also
oppressed and exploited by the existing dependent
capitalist system due to their class and nationality.
However, the framework should be somewhat different from
critical feminist pedagogy. In particular, it should help
poor Third World men clearly understand how they have
benefitted from the existing patriarchal system thanks to
their gender, how they often become oppressors to poor
women, how poor women are triply oppressed and exploited
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in the existing dependent, patriarchal capitalist system
due to their gender, class, and nationality, etc.
Suggestion 6 . The fact that due to its nature
materials on Minjung Kyoyuk are rarely published has also
limited my study. The sources available to me seem
somewhat old and are mostly published by groups
affiliated with churches, because in this way they can
avoid political repression and interference. However, as
a result, my study is neither able to present the whole
picture of what is going on in Minjung Kyoyuk nor in
particular grasp recent trends in Minjung Kyoyuk. More
materials on Minjung should be published and more studies
should be done to enable comprehension of Minjung Kyoyuk
as a whole.
Suggestion 7 . Since the national democratic
movement aiming at social transformation in Korea has
been changing rapidly according to changes both in the
internal and international political situation, I have
not been able to follow all details. In particular, my
study is not able to deal with how the collapse of most
socialist countries has affected the national democratic
movement because even among people actively involved in
the national democratic movement, positions and views on
the collapse of the socialist system are diverse. In this
context, more effort should be made to articulate
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different positions and views and to absorb them into the
process of developing an alternative to socialist
revolution.
Suggestion 8. More effort should be made in
planning and implementing concrete Minjung Kyoyuk
programs for different groups of poor women
—
poor female
factory workers, poor female farmers, and urban poor
women. In particular, in the process of planning and
implementing programs, the recommendations made in this
study should be considered seriously and put into
practice
.
Suggestion 9 . As my study focuses mainly on one
crucial problem Minjung Kyoyuk has, i.e. ignorance of
gender issues, many other important problems that Minjung
Kyoyuk faces are not dealt with properly. These problems
are as follows: Minjung Kyoyuk has not done enough
scientific research about Minjung—their life style,
values, language, behavior, psychology, etc.; Minjung
Kyoyuk has not developed strategies to confront and
survive political repression and interference; Minjung
Kyoyuk has failed to obtain more stable financial
sources. Severe financial difficulties often work as a
barrier to expansion of programs, development of
textbooks, training of teachers, etc.; and Minjung Kyoyuk
has not established a central organization that sets the
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agenda and direction of Minjung Kyoyuk, and, further,
that has control over different forms of Minjung Kyoyuk.
These problems should be seriously considered in a future
study.
Suggestion 10. More research should be done on the
role of formal education as a tool of social
transformation. My study is based on the assumption that
formal education fundamentally plays a conservative role.
I still believe that in most cases this is true. However,
it cannot be denied that there are some efforts made to
make formal education more progressive and responsive to
the interests of the majority of people. For example,
recently in South Korea, under the name of 'Minjung
Kyoyuk'
,
many progressive teachers formed a nationwide
teachers' union (Chun-kyo- jo) and are actively involved
in reforming the present formal educational system so
that, eventually, formal education may contribute to
bringing about social transformation. Given that, it is
worth paying more attention to the progressive side of
formal education and developing its potential to be a
tool of social transformation.
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APPENDIX
INTERVIEW GUIDE
I
.
General Background
1. Which organization were you affiliated with?
2. What type of project were you involved in?
3. Who funded the project?
4 . What was the underlying development philosophy of the
project?
5. What was the goal of the project?
6. How long did the project last? When did the project
start? Any follow-ups after it was over?
7 . Who was the main target audience? Number? Occupation?
Class?
8. How was the target audience selected? Who decided?
What basis?
II. Process
1. Hierarchical or participatoiry structure?
2. Who defined the need of the target audience?
3. To what extent were the participants involved in the
planning, implementing and decision making process? When
participants had comments, ideas, or suggestions, was
there any channel through which they were reflected in
the process?
4. What was the relationship between you (interviewee)
and the participants?
5. How much dialogue took place throughout the project?
III. Contributions—Around Gender, Class, and Nationality
Issues
1. To what extent did the project contribute to changing
the unequal relationship between men and women? Were
there any men in the project? If yes, were women treated
as equally as men throughout the project? Any special
efforts made to lessen women's domestic work while they
participated in the project? Did the project raise the
feminist consciousness of the participants?
2. To what extent did the project contribute to breaking
the dependent relationship between the First World and
the Third World, between Third World elites and
participants, and between westerners and participants? To
what extent did the project contribute to making
participants self-sufficient?
3. To what extent did the project contribute to narrowing
the gap between the rich and the poor? To what extent did
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the project help poor women participants get out of their
poverty?
4. To what extent did the project contribute to bringing
about social transformation?
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ENDNOTES
1. Social Transformation: In the text, social
transformation means more than policy change. It implies
fundamental and radical structural change. Since I identify
the existing oppressive and exploitative system in the
Third World with a dependent, patriarchal capitalist
system, social transformation in the Third World should
bring about radical change in unequal relationships between
classes, genders, and nations, and, further, create new
conditions for a more democratic, equal, and self-
sufficient system.
2. Nationality Issues: Most Third World people have been
disadvantaged only because they are from Third World
countries. Since their economy is heavily dependent on that
of advanced capitalist countries, these people are very
vulnerable to the exploitation of advanced capitalist
countries. Indeed, they have been exploited as a cheap
labor force and as consumers a great deal.
3. Dependent Capitalist System: This term is used to
indicate a system created in the Third World countries as
a result of their unequal and dependent relations with the
First World. Although I do not entirely agree with
dependency theorists, I believe that most Third World
countries are heavily dependent on the First World
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countries. As long as the dependent relationship between
the Third World and the First World remains, most surplus
created by the Third World countries is bound to be
transferred to the First World and used to enrich the First
World. As a consequence, most Third World countries have
been deprived of opportunities to develop their own
countries and become unevenly developed. Therefore, the
dependent relationship between advanced capitalist
countries and Third World countries should be changed into
a more equal one in order for the Third World to achieve
real development.
4. In fact, it appears that the failure of the socialist
system in most socialist countries leads many Third World
activists to reexamine the validity of any theories
including feminist theory, originated from Marxism in a
Third World context.
5. It is true that students who have critical consciousness
tend to be more aware of gender issues. However, in many
cases, they do not understand that gender issues should be
treated as seriously as class and nationality issues. In
this context, I stress that students should be given an
opportunity to raise feminist consciousness along with
critical consciousness, which would enable students to
critically understand how women are oppressed and exploited
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by the existing system and to take action to transform
women's oppressive and exploited condition.
6 . There is a controversy over whether South Korea belongs
to the category of the Third World, a concept employed to
describe countries outside the major industrialized
capitalist countries (the First World) and the
industrialized socialist block countries (the Second
World) . Despite the fact that South Korea has achieved high
growth rates in recent years
,
in my opinion South Korea
should be still considered one of the Third World countries
because it contains many distinctive Third World features.
First, Korean colonial experience with Japan and its
neocolonial relationship with the U.S. and Japan make
Korean politics, economy, and society unevenly developed
and highly dependent on these countries. Second, there
exist many problems such as widespread poverty, stark
inequalities of incomes and wealth, high unemployment among
its population, imbalance among economic sectors, poor
health care, environmental difficulties, etc. Third, Korea
has a strong indigenous popular movement which seeks not
only economic and political democracy internally but also
national liberation externally as a way out for
development
.
7. In general, movements indicate organized efforts by a
group of people who aims at promoting and/or resolving
296
certain political issues. In specific, the popular movement
in South Korea (the Minjung Movement) can be defined as a
movement led by the empowered and organized Minjung (the
oppressed) in order to achieve their liberation.
In fact, in South Korea, a more organized popular
movement with clear political objectives emerged in the
late 1960s and, since then, it has evolved as the level of
Minjung' s critical consciousness rose. In the 1960s and
1970s, the popular movement simply focused on
democratization and liberalization inside Korea. But in the
1980s, the popular movement began to take note of the
dependent relationship between South Korea and the advanced
capitalist countries, particularly the U.S. and Japan. It
intends to achieve democratization internally and national
liberation externally. However, the popular movement has
not yet been developed to seriously challenge the unequal
gender relationship.
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